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When a superior man knows the causes which make instruction successful,

and those which make it of no effect, he can become a teacher of others. Thus in

his teaching, he leads and not drag; he strengthens and does not discourage: he

opens the way but does not conduct to the end without the learner’s own efforts.

Leading and not dragging produces harmony. Strengthening and not discouraging

makes attainment easy. Opening the way and not conducting to the end makes the

learner thoughtful. He who produces such harmony, easy attainment, and

thoughtfulness may be pronounced a skilful teacher

Confucius
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GENERAL INTRODUCTION

The recent reform in foreign language learning in Algeria calls on researchers to engage

the field of English language teaching in the country in order to assess its implementation and

to explore new education vistas that are likely to ensure the advancement of the English

language policy and the enhancement of the learners’ autonomy. Taking hold of this spirit and

answering the urgent call for more reforms, the present research attempts to examine the

implementation of the reform which is meant to be inscribed in constructivism.

Constructivism is an influential trend in the psychology of education, which looks forward to

developing learners’ autonomy by constructing their language subject area competencies, on

the one hand, and cross-curricular competencies, on the other. The relevance of the

constructivist view of learning to the Algerian educational context is illustated by the

Competency-Based Approach (CBA) underpinning the new syllabi and textbooks. Being an

approach that focuses on outcomes clearly defined in the curriculum, CBA articulates in

practice the main tenets of constructivism and connects the school with the outside world. The

tight junction between constructivism and CBA has prompted us to undertake a multi-

dimensional study, encompassing major aspects of constructivism, with regard to syllabi and

textbook design. These aspects are: identity construction, learner-involvement syllabus and

teacher-support syllabus. These significant facets circumscribe the main elements that

articulate the constructivist approach to learning and, obviously, any educational policy within

a constructivist orientation.

One of the major reasons behind the paradigm shift in education in the country is the

recognition that the previous school orientation defeats the concern for issues of

employability and integration in society as most of the knowledge students acquire during

their school life becomes alien to their individual way of thinking. The other reason behind



this shift lies in what Erich Fromm (2007: xi) calls “marketing orientation” which

corrupts the individual. The author believes that “ethical norms are the key to man’s growth

or decay; they can further peaceful and fulfilling communal life or they can foster

destructiveness and lead to violence.” In addition, he argues that:

We develop values and norms, which serve the ideal of marketing. To be a success on the
market, one has to be adaptable, flexible, mobile, unattached, without genuine feelings, able
to slip into any role, and to be identified with whatever traits of personality which confer
success independently of one’s true identity.

Thus, one of the great challenge for the Algerian reform is to prepare the youth for the

21st century by constructing objective and valid norms of conduct to develop learners’

autonomy as a primary requisite of learning in and beyond school. Indeed, huge numbers of

young people leave schools every year without ever acquiring the essential skills that are

required for a successful integration in society, in general, and the workplace, in particular.

By joining the worldwide demand for a new type of education, based on competencies and

moral qualities leading to social character orientation, for a better domestic development and

international economic competitiveness, Algeria aligns itself on the international policy that

invests on human capital. “Human capital” Ummuhan Bardak (2005:2) tells us, “is considered

as a major component in the generation of economic growth (…). Therefore education is an

important component of the economic and social development process.”

The Algerian education reform which started in the early 2000s is, therefore, the result

of the consensus worldwide that improvement of education performance is a necessary

precondition for the socio-economic development and higher living standards. The 1990s

witnessed a crucial demand for high quality education to face international economic

competitiveness in a global economy and high technological development, and self-sustained

domestic development in developed and developing countries alike.

The difference of attitude of the developing as well as the developed countries’

governments towards educational goals, between the 1970s and the 1990s, lies in the shift



from the vision of education as a social obligation of states, to the vision of education as “a

necessary catalyst for development” (Javier Corrales, 1999:3). The vision of education as a

catalyst of development is the conclusion reached by the World Bank in its 1993 report which

gives prominence to the investment in human capital as a decisive factor for economic

success. The centrality of the human factor in the educational process has led, in its turn, to

the adoption of progressive education as a supporting approach to syllabus and textbook

design. These syllabi and textbooks are basically rooted in the philosophy (ies) of

constructivism and in the competency-based approach (CBA). In his Briefing note entitled:

An Overview of Educational Systems and Labour Markets in the Mediterranean Region,

Ummahan Bardak (2005: 10) writes: “Curriculum development is another priority and there is

a general trend in the region to move to competency-based approaches.”

Being a member country of the Mediterranean region concerned with investment in

human capital, Algeria has launched a vast reform in education encompassing all disciplines

in the Primary, Middle, Secondary and Tertiary cycles. This reform redefines the educational

purpose in terms of expected learning outcomes rather than educational inputs. It constitutes a

significant shift in thinking about the nature of human learning, a shift from an input-oriented

approach to a learning approach with a view to improving educational outcomes for all. The

paradigm shift brings new perspectives, new conceptualizations and a new way of thinking

about learning in all the disciplines in the curricular. By espousing today’s most influential

theoretical perspective, constructivism, with an emphasis on competencies via the

competency-based approach which focuses on the acquisition of a large range of

competencies, the educational goal seems to put emphasis on the formation of qualified

individuals demanding a new conception of teaching / learning less directed towards the

acquisition of knowledge and more bent on the improvement of the capacity of every



individual to be able to adapt to new situations and react to new social and economic

demands.

This need for a new conception of education explains the three main levels of the

Algerian reform in which three axes of intervention in the field of education can be

distinguished (Sobhi Tawil, 2006:36):

1- The renewal of the curricula, the textbooks and other teaching materials
2- The qualification and the motivation of teachers through teacher development
3- The reorganisation of the duration and dies of teaching and training.

The transformation of the teaching/learning process embedded in the first axis of

intervention cited above represents one essential facet of the reform. It aims to improve the

relevance and quality of education, and to express a new vision of education by placing

learners in the centre of learning. The school must no longer be considered as an end in itself

but as the best means to equip learners with competencies for life outside the school walls. In

short, what is expected is that schools turn out autonomous individuals, capable of adapting

themselves to a world marked by exponential growth of information, constant change, and

interdependent problems. Schools should therefore adapt to new strategies in the development

of learners’ profile to meet the demand s of globalisation, information explosion, rapid

technological development, and social life complexity.  This shift in education objectives

imposes upon school a threefold mission:

- Providing knowledge
- Socializing learners so that they construct their identity and a worldview
- Equipping learners with competencies to help them face the changing world.

Teaching fragmented elements of content, as the school used to do, is no longer

sufficient. Learning must be integrated to permit learners to make the right connections and

learn through problem-solving situations reflecting real life problems. This new approach to

learning is based on unified programs and aims to open schools to the world. Accordingly, the

aim of schools is to develop a new learners profile for the purpose of facing the complexities



of the world. On this basis, the importance of the development of cross-curricular

competencies becomes paramount.

Constructivism has brought out a significant shift in thinking about the nature of

education which is thought to provide not only the core skills, but also non-technical or cross-

curricular skills related to learning to learn, problem-solving skills, creativity skills, personal

skills (self-esteem, goal setting, motivation, etc), collaborative skills (teamwork, negotiation),

and organisational and leadership skills. In this respect, the curricula and teaching approaches

have shifted from information-based content teaching, to self-initiated reasoning, critical

thinking and problem-solving learning. This new learning perspective is emphasised by M.

Applefied, et al (2001:3): “Constructivism proposes that learner conceptions of knowledge

are derived from a meaning-making search in which learners engage in a process of

constructing individual interpretations of their experiences”.

Constructivism has emerged from the works of John Dewey, Jean Piaget, Lev

Semenovich Vygotsky and Jerome Bruner who contributed, each from his own perspective, to

the promotion of education. Dewey introduced the concept of progressive education grounded

in learners’ experience and the process of learning through doing; Piaget is best known for his

research on the child’s intellectual development; Vygotsky claimed that learning cannot be

separated from society and learners’ experience; Bruner introduced the notion of pragmatic

constructivism which puts forward the idea that knowledge is actively built up by the

cognizing subject, and that the function of cognition is adaptive. These tenets are peculiar to a

facet of constructivism inserted in a more global vision of education, synthesized by

Moshman (cited in Applefied, M. et al. 2001:3) in three aspects: exogenous constructivism,

endogenous constructivism, and dialectical constructivism. The first type of constructivism

refers to the traditional view of education based on external reality to which the learner has to

adapt; the second type refers to cognitive constructivism which focuses on the individual



internal construction of the world; the third type, also called social constructivism, is viewed

as the result of social interactions among individuals. In the following research, we shall try to

deepen the definitions about the different types of constructivism. It goes without saying that

the contributions of the five cited authors belong to the two latter types of constructivism,

namely, endogenous constructivism, and dialectical constructivism.

The aforementioned facets of constructivism appeal to experiential hypothetical,

problem-solving, and logics of discovery learning, and constitute the central theme of our

dissertation whose target is to assess precisely the extent to which the Algerian ELT syllabi

and textbooks respond to a constructivist orientation as laid down by the educational reform

programmes. Aside from its critical inquiry aspect, an interdisciplinary programme has the

particular interest to form an autonomous citizen empowered with moral values.

Before explicating the various elements of our research,  we shall give a full view of the

approaches to science studies and education as regard language learning in particular. In this

respect,  Jack Zevin (2000) proposed a threefold orientation approach to social studies: the

didactic, the reflective and the affective orientations. These goals are reflected by Barr and

Shermis’s paradigm (Ibid: 7-8) which shows a three part-approach to social studies

comprising three traditions: (1) the citizenship transmission approach centred on the

democratic beliefs and convictions that “raise up a future generation of citizens who will

guarantee cultural survival”; (2)  the reflective inquiry tradition which interrelates content and

process with critical thinking and problem-solving for the sake of making sense of the world;

(3) the social science tradition centred on the use of the scientific method for the sake of

“encouraging analysis of and generalization about human behaviour”. In Tradition I (one)

based on national values and heritage, the approach aims at fostering citizenship through the

cultural transmission method. In Tradition II (two), based on Inquiry-Problem-Solving, it



aims at reflective thinking through social criticism. In Tradition III (three) based on search for

Truth, the approach targets Social Science through empiricism and the scientific method.

Brubaker, Simons, and Williams (in Ibid: 8) added two other dimensions to these

traditions: a student-oriented tradition targeting Ethical Awareness and identity construction,

on the one hand, and a socio-political involvement, on the other, leading to “social criticism

or political activism (…promoting) the values of political activism.”. The three major

educational dimensions, the didactic, the reflective and the affective remain the core of the

research in the works of both Barr et al and Jack Zevin (2000:17). The latter defines the

didactic goal as having its focus on the what, the reflective on the why, and the affective on

the how. In other terms, the former favours the transmission of knowledge; the second deals

with the digestion, the analysis and the application of information. The latter refers to

feelings, emotions, and values. He strongly believes that, whatever the choice made in

designing a lesson, a unit, or a course, it cannot escape the combination of didactic, reflective,

and affective purposes. With regard to these approaches, Zevin writes:

These three dimensions should be viewed as related, overlapping parts of a holistic way of
understanding the social studies, both holistically and as taught and experienced in classrooms
(…) most lessons and interactions contain element of each dimension. However, every lesson
is usually given direction by an overall goal that stresses a didactic purpose, a reflective
purpose, or an affective purpose. One of these three goals should be dominant in directing the
path of a lesson (…). A lesson that tries to do too much at once or has conflicting goals
usually loses direction and confuses student (…) It is conceivable that a lesson, unit, or course
could shift in direction and character, combining two or three dimensions in complex ways,
perhaps even demonstrating an almost perfect balance among the three categories.

This is the reason that made constructivism to be considered as a multifaceted theory of

learning, labelled by Ernst Von Glasersfeld (1996) as a theory of knowing rather than a theory

of knowledge. Kelvin Thompson explains this multifaceted theory by referring to Jerome

Bruner (1996) who regards it as a philosophy which cuts across multiple disciplines with an

appeal to discovery learning; to Brooks (1984) who views it as a learning theory; to Howard

et al (2000) who define it as a model for learning; and to Ornstein and Hunkins (1980) who



consider it as a branch of cognitive psychology. In sum, constructivism reveals a sense of

integration in the process of learning that combines a multitude of facets leading to the

development of the individual’s autonomy.

We shall try first to substantiate the large claims which relate the educational reform in

ELT to the constructivist trend and the Competency-Based Approach, by carrying out a

qualitative as well as a quantitative study of the new curricula and textbooks. Second, our

research feeds into the improvement of the implementation of the ELT reform inasmuch as

the first results in English language performance in the BEM exam during the reform period is

far from responding to the expectations of the educational authorities. We shall inquire into

the type of constructivism implemented in the Algerian educational field with reference to the

syllabi and textbooks used in the Algerian school. Accordingly, our examination will tackle

the orientation of the school-based reform in terms of syllabi and textbooks design. We shall

see whether exogenous constructivism, endogenous/cognitive constructivism,

dialectical/social constructivism, or a multi-dimensional option is favoured by the syllabus

and textbook designers. In short, our investigation will attempt at assessing the

implementation facet of the reform as regards the specific educational field of the Algerian

educational system anchored in teacher centred approach to language learning.

On the above stated bases, we shall determine whether the didactic, the reflective, or the

affective dimension predominates in the textbooks, or whether elements of each dimension

are combined. Our hypothesis is that an emphasis is still put on the didactic goal which

favours content-based, and knowledge transmission orientation at the expense of the reflective

and the affective aspects of education. Being rooted in the traditional and structural language

teaching, the Algerian educational system finds it hard to make a big shift to an individual

active learning based on hypothesis making and problem-solving skills. The shift requires a

chande in many variables (syllabi and textbook design, change in school organisation and



management, new school- society relationship, teacher development, to name just a few)

which have not been given due importance by the educational authorities. The construction of

learners’ identity is conducted exclusively on the basis of the target and native cultures,

putting aside aspect of international culture which is likely to develop further the learners’

openness to the world; the integration of disciplines added to cross-curricular competencies

developed mainly through the didactic dimension fail to construct learners’ inquiry learning;

the “learning by doing” learning process reflects the BIG (Beyond Information Given) version

instead of the WIG (Without Information Given) version of the ICON Model (Interpretation

Constructivist Model), the latter version giving more responsibility to the learner to take in

charge his own education. Finally, teacher development has not yet accommodated the new

orientation towards teacher and learner autonomy. All this prompts us to conduct a critical

assessment of the reform on the basis of the constructivist view of education.

Our research tackles the Algerian educational syllabus and its implementation in the

Algerian Middle and Secondary School. Our interest in the educational syllabus and its

implementation in the field of education springs from the main goal of constructivism which

is to construct the new citizen of the twenty first century, a citizen who will show a

democratic vision of the world. It is this type of citizen who is the main goal of Algerian

education. This general objective of the Algerian educational policy is based on an overall

educational-cultural philosophy emanating from the constructivist trend of education. This

trend props the present educational syllabus which has a double-fold orientation: the rational-

cognitive orientation which places emphasis on man’s agency (le savoir agir), and the

humanistic orientation concerned with the affective factors (le savoir-être) that influence each

and every individual’s development and growth. This is made clear in Benzaghou’s report.

The GSD (Groupe Specialisé de Discipline), in charge of syllabus design, has included the

gist of this report in the preamble to all the syllabi for English. Therefore, we notice that with



regard to the overall educational-cultural philosophy, the Algerian educational reform has

made an epistemic rupture with what has prevailed in the past in the field of education. It has

moved from a deterministic view of man to a vision of man as an active agent capable of

influencing for the better the social, political, cultural and economic environment both at the

local and global levels. The only alternative for the theoretical orientation to language has

been to shift to the competency-based approach. Our thesis is concerned with the extent to

which the syllabi at the basis of the school reform,  and their implementation in the field of

education have achieved this end. In other words, we shall try to see to what extent the

translation of the philosophy of syllabi on one hand and the transposition of the syllabi into

the textbooks, on the other hand, have remained faithful to thre spirit of the reform. This

thesis can be justified on the grounds that any school reform needs evaluation to make the

necessary adjustments. This is particularly true of the Algerian school reform presented by the

Algerian educational authorities not as a temporary, punctual and cosmetic experiment but as

a large-scale reform inscribed over a long period of time.

Our thesis will be divided into two distinctive parts devoted to the analysis of textbooks

in relation to the syllabi. Part One will be subdivided into four chapters which deal with

identity construction in chapters one and two, and the interdisciplinary aspects and the

intellectual competence of syllabi and textbooks in chapters three and four. Part Two which is

also subdivided into four chapters, investigates the learner-involvement syllabus in chapters

five and six, and the teacher support policy in chapters seven and eight. The corpus on which

the discusion will be conducted is related to the middle-school and secondary-school syllabi

and textbooks. Because, on the whole, the syllabi are not dissimilar in terms of their

framework and educational philosophy, even though there is some confusion in the

interchangeable use of skills and competencies, and a late introduction of “la situation

d’integration” and “la situation probleme” in MS1 and MS4,  on the one hand,  and to deepen



more the analysis of the corpus, on the other hand, we have restricted our choice of syllabi

and textbooks in  every chapter of the thesis. To get a general view of the the chracteristics

illustating the total number of syllabi and textbooks, however, we have included, in our

corpuses of chapter one, six syllabi and textbooks embracing middle and secondary school

levels.

The first axis of part one relates to learners’ identity construction issue, through a

thorough investigation of English language syllabi and textbooks contents and procedure. It is

our intention to inquire into the procedure followed by the textbook designers to account for

the construction of learners’ identity in chapter one, and the development of the ethical

competence, in chapter two, with regard to Howard et al’s conception of cognitive learning,

on the one hand, and with refereence to Jack Zevin’ social studies paradigm, on the other. In

chapters three and four, which deal with the construction of learners’ openness to the world,

we shall investigate the interdisciplinary dimension of the syllabus and textbook at the level

of broad areas of learning and cross-curricular competencies. In part two, we shall inquire into

the learners and teacher construction of autonomy through the “learning by doing” process, on

one hand and teacher-develoment policy on the other. In this respect, we shall devote chapters

five and six to task-based and project-based learning, and chapters seven and eight to teacher

involvement policy.

The first chapter of part one examines Middle School and Secondary School syllabi

and textbooks. In this respect, Spotlight on English Book One, Spotlight on English Book

Two, Spotlight on English Book Three, and On the Move, the Middle School English

language syllabi (MS1-MS2-MS3-MS4) and textbooks, and SE1 and SE3  syllabi and At the

Crossroads, and New Prospects, the secondary school textbooks, will be targeted to shed light

on the development of learners’ identity.  Accordingly, we shall inquire into the designers’

construction of a cultural frame of reference and intercultural communicative competence in



the textbooks. It interests us to start our dissertation with a focus on the communication-

related competency to bridge the gap between the previous ELT approach implemented in the

Algerian textbooks during the period preceding the reform, and the CBA which shows a

similar concern for communication. It is worth recalling the attempt made, in the past, by the

Algerian Educational System to appeal to the weak version of the communicative approach to

language teaching through the Middle School Spring course.

The second chapter studies the Secondary School textbooks to inquire into the

learner’s construction of the ethical competence. The issue of ethics is of prime importance

for the Algerian educational reform as it constitutes the main goal of education. The syllabi

and textbooks should develop ethical attitudes in learners, with respect to people, to the

environment, and to their professional field. The main reason of our inquiry into the ethical

issue in the field of ELT education in Algeria springs from the belief that, in Erich Fromm’s

words (2007: xi), “ethical norms are the key to man’s growth or decay”. The author strongly

believes that the individual has been corrupted by society because of the “marketing

orientation” of the modern world. There is ample evidence that, in the case of the construction

of the ethical competence, one fundamental aspect lies in the use of low and high-order skills.

In other terms, it renders the learners’ use of the intellectual cross-curricular competency.

The other remaining chapters of part one which are concerned with the construction of

learners’openness to the world, will deal with the educational processes inserted in the syllabi

and textbooks, to respond to the need of the Algerian school which is to construct the citizen

of the twentieth century. This is one of the reasons behind our choice of examining different

aspects of syllabi and textbooks, aspects related to the interdisciplinary dimension viewed

from the use of  broad areas of learning and cross-curricular competencies.

The interdisciplinary concept in language learning has been developed by Brooks and

Brooks (1984) whose particular interest lies in classroom implementation through



constructivist principles. Being rooted in constructivism, interdisciplinary learning is built on

the social construction of knowledge, which assumes that students bring ideas and

experiences to learning situations that advance and enrich the understanding of others.

Through collaboration, knowledge is socially constructed and learners become socialized. The

collaborative process is based on a common goal, synthesis of ideas, equal access to power,

and group ownership of ideas. It is conducive to mutual trust, respect for others, and mutual

responsibility.

In chapters three and four, we shall examine the interdisciplinary dimension of the

syllabi and textbooks. As it is commonly acknowledged, constructivist learning is a meaning-

making process offering an explanation of the nature of knowledge and of the way learners

learn. The essence of the constructivist view is that learners create or construct their own

understandings through the use of their experience and social environment. This interaction

evolves around dynamic knowledge acquired by the learners when encountering what Brooks

and Brooks (1984) call “big concepts” (interdisciplinary in nature) called also “big ideas” or

“broad areas of study or learning”.

These big concepts encompass several disciplines and constitute anchors for language

learning. It is necessary, therefore, to examine, in the third chapter, their significance with

reference to language learning in the the Algerian Educational context. By and large,

interdisciplinary education is considered to be a method of critical thinking. It originates from

the progressive philosophy that unites subject matter and process to synthesize new

educational experiences. Interdisciplinary educational philosophy is the psychological theory

of constructivism that determines the learner’s individual involvement in the construction of

his/her knowledge and competencies.

The four categories of cross-curricular competencies in a constructivist programme are:

(1) Intellectual competencies, (2) Methodological competencies, (3) Personal and social



competencies, and (4) Communication-related competencies. A constructivist syllabus differs,

therefore, from a structurally or communicatively-based syllabus whose objective is restricted

to subject area competences. As said above, these latter types of competences do not suffice to

construct learners’ autonomy.

Broad areas of learning, which are interdisciplinary in nature, constitute the first

element of an interdisciplinary curriculum, and reflect various aspects of real life. With the

use of broad areas of learning, learners find it easy to make connections between a diversity of

subjects on the one hand, and between school and real life contexts, on the other. Broad areas

of learning embrace a large educational scope compared to the traditional vision of education

which limits itself to socio-cultural themes, language outcomes, core language skills

(listening, speaking, reading, and writing), or communicative outcomes aiming at learners’

acquisition of the linguistic and/or communicative competence. We are aware that a

traditional class can provide knowledge particularly relevant to learners’ everyday life.

However, it often fails to achieve all the educational aims associated with broad areas of

learning which target learners’ outgrowth in society. Radically different from the traditional

trend, constructivism develops learners’ awareness of their rights and duties, an awareness

necessary for the development of responsible behaviours and attitudes, in short, values.

A notable feature of constructivism is developed by Brooks (1984) who views

constructivism as a learning theory. The author puts emphasis particularly on the performance

of constructivist concepts to classroom practices. He sets forth some guiding principles for the

application of constructivism as a paradigm for classroom teaching and learning practices. He

clearly assumes that learner’s growth of knowledge is generated by his experiences and

logical analysis of relevant objects and actions. Because “broad areas of learning” labelled

also “big concepts”  represent an essential aspect of interdisciplinarity and another major



characteristic of a constructivist orientation of pedagogical course; they will be given the lion-

share in our analysis of the materials and processes inserted in the textbooks.

No less significant for the construction of knowledge and attitudes are the cross-curricular

competencies. The latter competencies equip learners with reasoning capacities that lead

learners to the interaction with the world. This aspect will be tackled in chapter four of part

one. The point we wish to emphasize is that a subject-specific competency does not suffice to

deal with everyday life problems. Its aim is clearly restricted to the acquisition of the

linguistic and communicative competences. By contrast, cross-curricular competencies bridge

the gap between school and the outside world. These competencies represent common

educational goals to all subjects included in the curriculum. They are necessary tools for

learners who feel the need to adapt to complex life situations. In addition, these cross-

curricular competencies enable learners to learn throughout their lives by transferring school

knowledge and competencies to the workplace.  We shall attempt, in our inquiry into the

interdisciplinary dimension of the syllabi and textbooks, to provide possible explanation for

the orientation set forth by the Algerian educational authorities. What is badly needed is a

deep examination of the core cross-curricular competencies. One of these competencies which

is a significant feature of interdisciplinary curriculum is the intellectual competency.

There are various reasons why inquiry processes are set under the umbrella of

interdisciplinary learning. First, it is due to the very fact of the strong link between

interdisciplinary approaches and problem solving situations wherein the knowledge and skills

of various fields must be used to synthesize new information with a result that cannot be

predetermined. At this level, it is interesting to note that interdisciplinary learning is not

dissimilar to pragmatism which emphasizes clearly the place of understanding of not only the

parts of a whole but also the whole, and the relationships between the parts and the whole.



The same characteristic holds true for the “learning through doing” process. This process

will constitute our third item of research which is developed in part two. It relates to Task-

Based and Project-Based Learning which illustrates the constructivist aspect of “learning

through doing”. Our intention is to inquire into the process with regard to the Algerian

orientation in “learning through doing” and with reference to the exogenous, the

endogenous/cognitive, or the dialectical/social constructivism.

Howard, who adds another facet to constructivism, classified this trend as a model for

learning. His argument about constructivist learning brings to the fore the necessity to link the

learning environment to constructivist learning theory. Drawing upon Schon’s and Woods’

works, he developed a cognitive model about “cognitive apprentice” termed also “Problem-

Based Learning”, which he defines as an “integrated learning” model. This model refers to

problem-based learning; it encompasses inquiry learning, which starts with a problem for

learners to solve. Because the problems that are designed for learners show complexities that

resemble real life situations and demonstrate therefore a constructivist orientation, they show

the features and complexities of real-life cases. In much the same way, then, these problems

are ill-structured. If we accept this principle, we can deduce that problem-based learning

enhances learners’ conceptual change through reflection, awareness raising, desequilibrium,

and reformulation (Piaget).

This ill-structured feature in problem-based tasks is emphasized by  Howard for whom,

constructivism viewed as a model for learning, is characterized by active learning

participation. It is assumed that it engenders new conceptions of what constitutes excellence

in learning. In short, it is considered as a student empowerment model of learning. This

particular aspect of constructivism will be our concern in part two of our thesis. We shall try

to understand syllabus and textbook designers’ option of task and project-based learning

through a deep analysis of the Algerian English language textbooks.



Other contributors to the conceptualisation of constructivism as mentioned earlier in our

dissertation are Ornstein and Hunkins (1998) who consider it as a branch of cognitive

psychology. The authors highlighted the aspect of cognitive processes such as critical

thinking, to emphasise learners’ cognition and metacognition when encountering problem-

solving situations. Their focus is put on the inquiry processes that should be used in a

constructivist classroom.

What we intend to do is to view the problem-based learning model which encompasses

a scientific research method, in the Algerian context of ELT through the task- and project-

based learning paradigms. We shall inquire into the models and strategies used by the

Algerian textbook designers to implement this prominent feature of a constructivist process

rooted in inquiry learning. It interests us to consider the appropriateness and efficiency of

their choice on the basis of inquiry-based learning and problem-solving tasks that lead to the

construction of competencies and learners autonomy.

This third facet of constructivism has been highlighted by Dewey who emphasized the

the concept of progressive education. In much the same way, Kolb (1984) relates it to

experiential learning and knowledge creation. Both scholars stressed the importance of the

process of inquiry learning in the construction of the intellectual competency. Learning

through doing comprises, therefore, the process of inquiry for the purpose of developing

critical thinking and reasoning under the banner of the scientific method.

Consequently, it is important to examine task-based and project-based learning to discern

the pragmatic processes at both the cognitive and technical levels. In an effort to take into

account the diversity of the defining features of a task and a project, we shall devote chapter

five to the analysis of task-based learning and chapter six to the analysis of Project-based

learning.



In order to understand the full impact of the “learning through doing” concept in

language learning, we think it worth expliciting its different aspects. Constructivist task-based

learning is processed through “learning by doing”. It entails learners’ practice and activity

outcomes conducive to autonomy in and outside school settings. The concept of activity is

pragmatic in essence. Developed by John Dewey within the philosophy of progressive

education, pragmatic constructivism sees education as a life- long process leading to the

individual’s growth in a democratic world. Progressive education leads to active thinking

about the world in order to meet the needs of the individual. For Dewey, “education is life”

and learning is processed through doing. With this idea in mind, Peter F. Oliva (2000: 180)

writes: “At the heart of progressive thinking is an abiding faith in democracy. Hence

progressivists see little place for authoritarian practices in the classroom and the school”.

Learning should be seen as a continuing process grounded in the scientific method. Reflective

thinking gained ground as both a skill and a goal of cognitive training in progressive

education. In simplest terms, the scientific method, which involves a process of inquiry

articulates around concept formation, abstraction, and induction. It follows a five-step

process: Identifying a problem, forming an hypothesis or hypotheses, gathering data,

analysing data, and drawing conclusions.

The scientific method is process-based; it develops, in learners, the capacity to think

critically about things for the purpose of gaining autonomy. Learning becomes a process of

growth. To quote Dewey, (http:/en.Wikisource.org/wiki/Democracy_Education/Section_4”)

Education is development; everything depends upon how development is conceived. Our net
conclusion is that life is development, and that developing, growing, is life. Translated into its
educational equivalents, that means that the educational process has no end in itself; it is its
own end, and that the educational process is one of continual reorganizing, reconstructing,
transforming.

This type of constructivism can also be connected to the Piagetian vision of education

which is based on discovery-oriented learning with reference to the individual’s experience of



the world. As a cognitive approach, it pays more attention to what goes on inside learners’

brains since knowledge is viewed as actively constructed by learners themselves thanks to

their existing cognitive structures. When dealing with the rediscovery of the truth and the

practice of the experimental mind, Piaget (1948-1972:34) states that there are two

fundamental elements of scientific education in the training of the young. These elements are:

(a) the “genuine activity of the students”, who will be required to reconstruct, or in part

rediscover, the facts to be learned; and (b) above all, “individual experience in

experimentation” and related methods. According to the same author, learning is a dynamic

process comprising successive stages of intellectual development and adaptation to reality

during which learners actively construct knowledge by creating and testing their own theories

of the world.

Another notable feature lies in project work which entails interdisciplinary

collaborative learning that gained force in social or Vygotskian constructivism which

emphasises individual’s construction of knowledge within a socio-cultural context. Because

knowledge is perceived as socially constructed, the individual develops himself by interacting

with the environment and the cultural milieu. In other terms, the individual’s experience of

the world (his historical, cultural, and social background knowledge) plays a key role in the

construction of his own understanding of the world.

Social constructivism highlights social interaction in order to develop the individual’s

cognitive skills. Vygotsky’s “zone of proximal development” defines it as the distance

between the development levels determined by independent problem solving and the level of

potential development as determined through problem solving under teacher or more capable

peer guidance.This process highlights the role of social interaction and collaborative learning

in problem-solving within the constructivist learning process.



When we speak of constructivist orientation in the Algerian reform in education, do we

mean a radical change in the learning process and objectives or a transitional stage

encompassing linguistic and communicative pre-requisites leading to intellectual and personal

development? In other terms, is the Algerian reform in ELT inscribed in the strong or the

weak version of constructivism? (the WIG or the BIG types of consctuctivism) This is one of

the major questions directing our investigation.

In chapter five, we shall attempt to show the extent to which the Algerian syllabi and

textbooks reflect the scientific method of inquiry. We shall investigate the task-based learning

to reveal the process of intellectual development carried out in the Algerian language school.

In chapter six, our intention is to determine the shift in procedures onto the Project-based

learning; our purpose is to highlight the designers’ school orientation: the strong or the weak

version of constructivism. Considering the specificity of the Algerian educational system

which has been anchored in a teacher-centered approach, it is our belief that we shall not

witness a fundamental shift in methodology. It follows that, filled with the concern of

accompanying the reform, the textbook designers felt the need to provide linguistic

prerequisites and guidance before dealing with communication and the construction of the

intellectual and social and personal competencies. It will not be surprising, therefore, to see

them favour the weak version of constructivism as a starting point with the intention to

prepare learners for the big shift to the use of high-order skills.

The fourth issue of interest in our research is devoted to teacher development. Chapters

seven and eight inquire into the Algerian educational policy in the field of teacher education

to shed light on the plan of action chosen by the educational authorities.We shall attempt to

obtain evidence about the possible shift of policy, from teacher-training to teacher-

development, to meet the challenge of accompanying the reform with constructivist teachers.

These latter are essential for the development of learners’ autonomy in and outside school



inasmuch as they facilitate learners’ use of cross-curricular competencies anchored in broad

areas of learning and framed in a constructivist syllabus.

As it is widely known, teacher education falls into two different trends related to two

visions of education: the traditional and the constructivist trends. The former is carried out

through teacher training procedures espousing the top-down approach orientation, whereas the

latter is supported by teacher development conducted through the bottom-up approach.

Teacher training leads to the acquisistion of theoretical knowledge and the implementation of

prescribed classroom procedures. By contrast, teacher development favours teacher’s

construction of autonomy through reflection and use of teachers’ own knowledge and

experience of their school and classroom realities. Accordingly, policy-makers generally

resort to either the craft model to teacher training for the traditional teacher education trend,

the applied-science model or the reflective model for teacher development. Because of the

specifities of the Algerian system of education, our hypothesis is that the top-down approach

will be central in the Algerian policy. Teachers trainers will be resorted to follow the craft

model for the sake of providing teachers with procedures to implement in their classrooms.

We think, however, that an effort will be made to associate the applied science model for the

purpose of  equiping teachers with theoretical knowledge necessary for understanding

classroom practices and for reflection as a final objective.

The analysis will be conducted on the basis of a questionnaire and teachers classroom

supervision. The questionnaire embraces six areas of interest: personal information,

coordination sessions, educational resources, in-service programmes, classroom supervision,

pedagogical support from school, computer technologies in teaching, project work and teacher

supervision, and career growth incentives. Classroom supervision covered forty nine (47)

detailed reports about teachers’classroom practices. We focused on Middle School teachers in



Tizi-Ouzou. The aim of the analysis is to find out whether the “top-down”, the “bottom-up”

or an ecclectic approach is given the central role in the the Algerian educational field.

We shall start the thesis with a general introduction; then every issue will be

introduced to present the two chapters by outlining the main research questions addressed in

them. This is followed by a review of the literature section which provides the main tenets of

the subject under study, and the criterea of analysis on the basis of which the research will be

conducted. Then follow the main findings and analysis induced by the application of the

method to the selected materials, and the controversial issues raised by the findings. Finally,

we shall close our investigation of every part with a conclusion. The thesis will end with a

general conclusion.



Part One:

Towards the Construction of Life Competencies

in the Algerian School: The implementation of the

Education Syllabus



Introduction:

This first part of our thesis aims at investigating the Algerian educational policy with

reference to the formation of an autonomous democratic citizen capable of integrating the

world community through a process of adaptation to the complexities of society at large.

Integration demands awareness of one’s identity and openness to the other, because the way

we see the world depends on our family background and cultural heritage. On these bases,

access to a large and varied store of knowledge is considered as a fertile ground for the

construction of learners’ world view.

This is the reason that lies behind the necessity to adopt a culture oriented syllabus and

an integrated learning process. Integrated development of knowledge and competencies

relates subject-specific knowledge to cultural broad areas of learning (integrated knowledge)

and cross-curricular competencies (competencies across subjects) to influence learners to

construct their personal, social and cultural identity. Contact with cultural diversity develops

their open-mindedness, broadens their horizons and makes them realize that they are part of a

larger community and helps them integrate into it. In short, learners’ empowerment is reached

when learning through the complexity of socio- cultural current issues which emanate from

authentic cultural materials. And this is precisely the direction set by the constructivist

orientation of education and the CBA, in their search for the construction of identity within

and outside school settings. Identity construction is carried out through interdisciplinary

cultural issues and cross-curricular competencies, in other terms, through combinations of

broad areas of learning and intellectual and social skills as tools for action (task-based

learning) and reflection (metacognition).

In part I, we shall first focus our attention on the use of culture in the Algerian Middle

School textbooks: Spotlight on English Book One, Spotlight on English Book Two, Spotlight

on English Book Three and On the Move (MS1, MS2, MS3, MS4), then on first and third



year Secondary School Textbooks At the Crossroads, New Prospects (SE1, SE3) with

reference to the social science tradition. As already mentioned, Social science tradition

espouses a threefold dimension: the didactic (transmissionist), the reflective (analytical), and

the affective (judgmental) categories whose respective proportions in every  lesson determine

the direction given by the frame of reference strategy which serves as a basis for the

construction of learners’ identity. We shall be interested more specifically in the type of items

to investigate the opportunities provided by the textbook designers for the use of critical

thinking which is illustrated by the use of reflective and affective strategies as suggested by

the social science tradition.

Our first focus of analysis will be put on the Algerian Middle School syllabi and

textbooks. We shall have recourse mainly to Byram et al’s criteria of analysis specific to the

data gathering strategy, the collection of information about topics, characters, and settings

with reference to native, target and international culture to see whether they favour a

multicultural/ cosmopolitan type of education or whether they are limited to national culture.

Next, the Secondary School syllabi and textbooks (At the Crossroads, New Prospects) will be

analysed on the basis of a checklist research technique (Cunningsworth‘s paradigm) and

strategies for lower-level skills (data gathering techniques, comparison and contrast teaching

techniques, drama-Building strategy) as defined by Jack Zevin (2000)

In the second chapter of part I, we shall be interested in the way the Algerian learners’

intellectual competency (critical thinking) is constructed in the secondary school textbooks.

We have selected the construction of the ethical competence as a sample for the illustration of

our study. We shall inquire into the procedure implemented in the Algerian textbooks with

reference to the didactic (transmissionist), the Reflective (analytical), and the Affective

(judgmental) dimensions categorised in Lower and Higher-level Instructions. These

categories are carried out through three strategies: the frame of reference strategy, the mystery



strategy, and the controversy strategy. The two last dimensions promote learners’ reasoning

skills and inference and synthesis capacities through cross-curricular competencies, and

incorporate both cognitive and affective domains.

As mentioned above, part I is composed of four chapters. The first chapter is devoted

to an analysis of the cultural dimension put in the textbooks, a dimension which serves as a

frame of reference sustained by broad areas of study; the second chapter aims at uncovering

the democratic culture proposed in the textbooks to highlight the process followed by the

designers in the moral character/civic education. The third and fourth chapters relate to the

part devoted to the interdisciplinary dimension in the Algerian syllabi and textbooks. In the

first two chapters, our objective is to discover whether textbook designers’ orientation is

inscribed in (1) behavioural values and/or (2) didactic values. Our attention will be focused on

the function of the Algerian School with regard to learners’ preparation for democratic

citizenship. We shall rely also on William Damon’s innovative education and intellectual and

moral development approach to character education. This process education consists of two

developmental phases: Phase one, called the indoctrination phase, deals with the behavioural

values students must possess and didactic values related to good citizenship, and Phase two,

called character education, which relies on critical thinking or education in judgment.

In the first chapter, we shall start by providing a rationale about the place of culture in

EFL and by investigating the diversity of cultural approaches to foreign language learning in

relation to the Algerian language learning policy, from the Independence period up till the

present time. Then, we shall present the methods and materials relevant to the construction of

a cultural frame of reference, before ending with results of our investigation and the

discussion of the results. A similar outline will be used for the second chapter which

comprises a rationale about the ethical competency followed by methods and materials, and



results. Finally, A discussion section will end the second chapter. Chapters three and four will

highlight the interdisciplinary dimension of the Algerian education syllabus.



Chapter One: Constructing Learners’ Identity:
The Intercultural-Communicative Competence

1.1 - Review of the Literature

Our interest in the examination of the cultural dimension in the Algerian curricula and

textbooks springs from the prominent role given to culture in the constructivist orientation of

the educational field. The inclusion of the cultural dimension in a curriculum serves generally

the construction of a frame of reference that helps learners to connect school learning with

everyday social realities relevant to their education. By its interdisciplinary nature, culture

embraces various life contexts which can lead to learners’ critical knowledge and judgement

about their personal and social environment. Interdisciplinary cultural aspects of a syllabus

and textbook and critical learning are two important facets of constructivism and the CBA;

they foster the development of critical behaviours and attitudes towards oneself and society,

on the one hand, and the construction of competencies which play an important part in the

building of connections between school and the community at large, on the other.

For many scholars, culture plays a central role in education and cognition. For Olivier

Reboul (1989:25), for example, culture cannot be dissociated from education. The author

states that education is the sum of processes that offer ant child a progressive access to

culture ; access to culture being what distinguishes the human being from the animal. He

writes : “L’éducation est l’ensemble des processus et des procédés qui permettent à tout

enfant humain d’accéder progressivement à la culture ; l’accès à la culture étant ce qui

distingue l’homme de l’animal”. Jerome Bruner (cited In Scott London 1998) , for his part,

contends that one cannot successfully understand what something means without being aware

of the various alternatives attached to it. He terms the process “ intersubjectivity”, a notion

defined and explained by the author in terms of the way “ people come to know what others

have in mind and how they adjust accordingly”. The same scholar asserts that according to



culture psychology, which explains how individuals make sense of the world, there are only

two alternative ways left for the individual to manage and organize his world knowledge:

logico-scientific thinking, and narrative thinking; the latter being essential for the construction

of the individual’s identity in his own culture (ibid).

However, lthough specialists in the field of education acknowledge the importance of

culture as a component of foreign language curricula and textbooks, the need to integrate

culture into foreign language learning has been at the core of hot debates. Apart from the

behaviourist trend which does not associate language teaching with culture, this divergence

springs from the specialists’ dilemma whether to favour the target culture, the native culture

of the learner, international culture, or an integration of these three types of culture. The

choice to favour the learner’s native culture in EFL curricula and textbooks at the expense of

the target culture is generally built on the fear of learners’ acculturation when exposed to the

target cultural values which represent a risk for the learners to lose their identity and be

assimilated to a new culture.

This vision of foreign language learning restricts itself to monocultural awareness that

leads to ethnocentricity. By contrast, because the notion of international culture comprises a

wide range of different cultures pertaining to different countries all over the world in addition

to the target culture, its inclusion is generally meant to lead to learners’ development of their

intercultural awareness and openness to the world. The proponents of  integrative cultural

education, for their part, believe that learners who are immersed in a diversity of cultural

contexts have better opportunities to construct their openness to the world by fighting

ethnocentricity.

Regarding methodology, the first approach to language teaching through culture is

termed the transmission perspective in language teaching, a perspective close to the

transactional /didactic instruction. According to Meei-ling L. Liaw (2006), for a long time,



language teaching and culture was done through translation or rote learning of knowledge of

highbrow (literature and art) culture in curricula. The reason behind such a choice is given by

Oscar, Handlin. (1959:32) who writes: “The culture communicated through the school was

unrelated to the life of its students. The teacher might hope that the good influences he

generated would spread to the homes and elevate the parents.” Because they wanted to secure

their possessions, men and women of the upper class determined the norms that would

establish wealthy and aristocratic thought and behaviour. As a result, “Reluctant to base

status solely upon riches, which were easily gained and lost, those who aspired to leadership

wished to make the possession of culture one of the major tests for admission to, or exclusion

from society.”

“Changes in manners and customs,” Edith Wharton writes, “originate with the wealthy

or aristocratic minority, and are hence transmitted to the other classes. It was thus the

responsibility of society to provide cultural guidance to the nation”. (Ibid: 34) The period post

1870s witnessed therefore the elaboration of an official culture which “included institutions

like museums, symphony orchestras, opera companies, and learned societies; and an array of

journals and publications that passed judgement, taste and ideas”. (Ibid: 34)

It was the duty of the university and the college to serve this social aristocratic

function. The university’s role was to define taste and knowledge, and the college was in

charge of the implementation at the benefit of children of the elite. Therefore, “The struggle to

effect a definition and to certify what was officially correct in this sense was fought in every

field of American culture”. (Ibid: 35) The function devoted to the American high school was

to diffuse the values of “the officially defined culture”. (Ibid: 35)

This top-down cultural approach constituted for American students the only channel

through which they could have access to colleges, professions, and business opportunities.

This could not be without the acceptance of the values of the officially defined culture. By so



doing, the American school permitted the wide diffusion of the “officially defined culture”

with relatively “little strain or tension”. (Ibid: 37) But as Oscar Handlin adds: “the more

serious damage was to culture itself. Detached from their lives, it did not meet the needs of

Americans.” (Ibid: 37) This contrast between official and popular culture affected greatly the

vision of education as it caused education to be divorced from learners’ experience (Dewey).

This transmissionist orientation of language and culture gained ground in Algeria

during the post-independence period (1962-1971) through the use of the Grammar Translation

Method which favoured the writing skill and authenticity of  texts. For example, in P.M.

Richards and Wendy Hall’s Anglais Seconde Langue (Brodard-Taupin 1969) Middle School

textbook which was in use at that time,  a range of authentic texts, different in type, size and

objective, had been provided. The strategy was based on the use of passages by well known

writers, given in their original versions, original literary texts by famous authors, a short story,

a playet, and poems. These authentic texts were included in every part of the textbook and

were inserted in the chapters according to their length and genre. The objective was to train

learners to use the reading skill for general or detailed information through skimming and

scanning, or to read shorter literary texts or longer texts for their own pleasure.

As regards gradation of language items, the sequencing was made according to the

teaching material complexity at the lexical, structural levels,  and literary genre. At the latter

level, for instance, texts were sequenced from less complex to more complex grades.

Accordingly, short extracts in original version were ranked first. Then longer and more

complex texts were proposed in parts one, two, and three. Then, a short story was introduced

in part four, and a series of poems was inserted in part five.

Anglais Seconde Langue teaching materials were built around situational and thematic

considerations overriden by linguistic content. Various themes and sub-themes were taught

through a combination of descriptive and narrative texts. Descriptions were written for



linguistic purposes and authentic texts were used for reading and writing. The principles

underlying the authors’ approach lie on the application of grammar rules, repetition, imitation

and the re-use of lexis. A major procedure is used at length: translation. This technique is used

to explain in French the grammar rules and items as well as to translate passages from English

to French or vice versa. This important role of translation with reference to the acquisition of

the writing skill is highlighted by the textbook authors who write (ibid : 3): “Une trentaine de

versions, suivies de questions, entraîneront peu à peu la classe à traduire correctement et à

rédiger des réponses claires et correctes.”

As mentioned earlier, the nature of the content, the tasks, and the procedure,

highlighted above, relates to the grammar-translation method called also the traditional

approach which is mentalistic as it views any language as essentially a specific system of

written forms which vehicles meaning and entails abstract reasoning. Being the only

alternative up to the 1960’s, this method has no underlying linguistic trends as it was used in

the teaching field before the advent of linguistics. The teacher remains the only judge in his

procedure for selection, gradation and implementation of teaching materials in the classroom.

The main focus of this method is the form of the language. It focuses more particularly on the

written form in its various literary aspects which express the complex notions of meanings.

The oral skill is seen as just the minor version of the written form.

At the procedural level, the method consists of providing learners with grammatical

rules and explanation, and paradigms which are lists of forms following a grammatically fixed

pattern. Vocabulary lists are also added with their translation equivalents in another language.

The process of learning is mainly based on memorization of the rules and the ability to

translate into both languages. The opponents of this method argue that it puts a tremendous

strain on learners’ memory as a great number of language items has to be learnt. They also



emphasize the unsatisfactory word-to-word translations, and the neglect of the oral form of

the language.

The second period which witnessed a radical change in methodology was the sixties.

With the advent of the audio-lingual method, little “c” culture or the patterns of everyday life

began to supplant Big “C” or highbrow Culture which was concerned with art, literature,

music, history and geography. The former became a pre-requisite for the study of “Big C

Culture” or the fine arts and literature. This classification was motivated by the

“communicative” value given to language teaching which imposed a shift from formal aspects

of civilization to an emphasis on oral communication. The audio-oral approach favours non-

authentic use of dialogues for the sake of the acquisition of the the oral skill, at the expense of

reading and writing.

Based on the behaviourist trend, this mechanistic interpretation of learning does not

associate the mind to the language learning process. Being a  psychological trend,

behaviourism sees language learning as an acquisition of a new behaviour. Learners acquire

the new behaviour through classical conditioning, stimulus substitution behaviourism, or

operant conditioning or response reinforcement behaviourism.  Behaviourists believe that

language is a set of habits established by repetition and association between a stimulus and

rewarded responses. These principles sustain the “Aural-Oral” approach which was developed

in the U.S.A.  E. Antony, in Frank Smolinski, E.L.P.D. (1986:199) highlights a major

linguistic assumption of this approach. He particularly states that if language is accepted as

aural-oral, an obvious corollary to this assumption is that writing is a secondary manifestation

and ultimately speech-based.  L. Bloomfield (in F. Smolinski, 1986:48) asserts: “one learns

to understand and speak a language by learning and imitating native speakers”. Regarding the

procedure, the author believes that it should conform to three priorities:

1. Primary manifestation (the aural-oral aspects) should be taught before secondary

(reading and writing)



2. The secondary manifestation should be taught in the stated order, since graphic

symbols should not be seen before they are produced.

3. (a) languages are habits, (b) habits are established by repetition; and (c) languages

must be taught through repetition of some sort.

In 1971, the Algerian Middle School underwent the same change in ELT. English was

taught through the Audio-lingual approach implemented in Coursebook1,an English language

course introduced in the Algerian Middle School. Language was primarily spoken and learned

through practice. Three different types of drill were used in the textbook: mechanical,

communicative, and meaningful. learners were guided in their language practice inasmuch as

they were told beforehand what to say, when to say it, and how to say it. In short, the

methodology was based on model teaching. Exercises were often combined with realia  (real

clothing, classroom objects…), pictures, to create meaning for the language practice.

Grammar was not taught with rules or explanation, in a descriptive way, it was taught

inductively through examples and models. Repetition is used at length for a memorization

purpose. In other terms, culture was completely excluded from the syllabus and textbook.

A third period marked the Algerian education in ELT: 1975-1989. It was not until

1975 that local textbooks were issued by the Algerian Ministry of Education. Andy in Algeria

and Majid in England were the first Algerian manuals intended to provide a basic course

covering third year middle school (3° AM classe) and four year middle school (4° AM

classe). Both textbooks followed  a linear format with a focus on grammar.

Every unit opened with a dialogue which presented the new grammatical structure.

Pictures were provided to add meaning to the exercises. The situational content was

overridden by the linguistic side of the unit. The role of content and meaning was to be

complementary to the grammatical focus – their function was supportive. - Five main types of

drills were used: repetition drills through chorus and individual repetition, substitution drills

for lexis and structure through the use of cues as substitution items, filling the blanks through



the use of vocabulary and grammar cues, and transformation drills for grammar practice

through the use of question / answer based on a structure model to follow. To conclude, we

can say that new lexis and structures were presented through dialogues which served for

repetition and memorization. When responses were accurate they were reinforced. The

teacher controlled and directed the  tasks; he was also the model to imitate.

To understand fully the relationship between the two aforementioned periods in the

Algerian educational system, it is worth considering the aural-oral approach in detail.  The

approach gave birth to two methods which are seen as procedural approaches which are

axiomatic: the mim-mem (mimic-memorize), and pattern-practice methods. Both methods

aim at the learner’s acquisition of automatic oral production in combination to the

understanding of the stream of speech. They differ, however, in the order of presentation. The

mim-mem method starts with a situation vehicled mostly by a dialogue which is memorized

by the learners to draw the target grammatical structures, for a drilling practice purpose.

The pattern practice method, on its part, begins with grammatical and phonological

structures which are practised in a drilling session before they are seen in situation.

Obviously, Coursebook1 applied the pattern practice method, and Andy in Algeria and Majid

in England were built on the principles of the mim-mem method which starts language

practice from a situation. Both methods are generated by the Aural-oral approach as

mentioned above and they are totally dependent on the teacher as a source for learner’ verbal

behaviour acquisition. Language teaching focuses on the acquisition of the linguistic

competence, on sounds, words and patterns of language, through habit formation gained by

repetition and memorization processes. The teacher’s role is central as he should serve as the

perfect example to imitate.

The fourth period, 1989-2000, saw the advent of the Spring course, (Spring One and

Spring Two Middle School textbooks) which followed the weak version of the



Communicative Approach. In the 1980s, the importance of culture, in the foreign language

curriculum, was enhanced with the emergence of the Communicative Approach. (Canal and

Swain; 1980; Seelye: 1988). Based on the belief that communication is not only an exchange

of information but also a “value-laden activity”, learners were encouraged to take on “the role

of foreigners” so that they might gain insights into the values and meanings of the foreign

culture (Byram &Morgan; 1994:24) This new communicative perspective is embodied in the

intercultural communicative competence in which intercultural learning reflects the view that

foreign language learners need to get insights both into their culture and the target culture.

According to Howatt quoted in Nunan David (1988) there are two versions of the

communicative approach to language teaching: a weak and a strong version. He writes that

the weak version has become more or less standard practice in the field of language teaching.

It stresses the importance of providing learners with opportunities to use language for

communicative purposes and characteristically attempts to integrate such activities into a

wider programme. The other characteristics of the weak version of the communicative

approach can be detailed as follows. It uses drills and controlled practice as intermediate steps

towards communication. (Brumfit, 1982) It pays systematic attention to functional and

structural aspects of language. The same author describes the strong version as follows:

The strong version of communicative approach can be characterised as follows: it teaches
language via communication. It is less oral because it does not rely on the principles of the
audio lingual approach; it is adaptable to social situations because it is often based on
classroom research; it is culture sensitive because it takes into account the contrastive
rhetorics and culture of the learners. (cf. Brumfit, quoted in Richards J.C. and Rogers J.,
1995:66)

Spring One and Sring Two contain a variety of texts of unequal proportions. The

former manual gives priority to dialogues, whereas the latter concentrates more on descriptive

texts. The texts have no reference sources. They are anonymous materials and text-

constructed readings, for school purposes. As such, they are characterized by simplification in



terms of structure, lexis, setting, and characterization. Because each text deals with a specific

structural item and a specific topic, it shows a lack of authenticity and realism. In addition,

too general settings and topics and incomplete information about characters hinder text

comprehension.

In sum, from 1962 up to 2000, the Algerian Middle School witnessed  a shift from one

learning approach to another, a shift resulting from a worldwide change in methodology in the

field of education. The post independence period was that of the grammar-translation method

via a foreign textbook by Richards P.M. and Wendy Hall: Anglais Seconde Langue. The

textbook followed a traditional process of learning and teaching based on grammar rules and

translation. The period which followed started in 1971 and ended in 1989. It witnessed the

implementation of the Aural-oral approach in its two versions.

In 1971, Success with English. Coursebook1 by Geoffrey Broughton, was introduced

in the Algerian Middle School. The textbook followed the mim-mem method. The year 1975

saw the introduction of the first Algerian English course for 3AM and 4AM: Andy in Algeria

and Majid in England. This Middle School course was sustained by the pattern practice

method which is grounded in the Aural-oral approach. The aural-oral approach privileged

mechanistic language practice and divorced from culture. This lack of authenticity has been

criticised by K. Croft (1972:95) who writes:

Teaching students to comprehend artificial language combinations which would rarely be
heard from a native speaker is a waste of time and energy, and commonly confuse the
student when he is later confronted with natural speech.

In short, our reference to the three English courses mentioned above showed that the

Algerian Middle School experienced three different language teaching/learning

methodologies: (1) a cognitive process of learning vehicled by the grammar-translation

method which highlights the written form of the language,  (2) the aural-oral trend which is

based on behaviourism and considers the oral skill as the main focus, (3) and a



communicative learning process based on the weak version of the communicative approach

which was implemented through the Spring Course (levels one and two). As regards language

learning and culture, it is apparent that the three periods show sharp differences.

The first period (1962-1971) privileged the big “C” culture under the banner of the

top-down approach to language learning. The second period (1971-1989) gave little

consideration to culture inasmuch as the top-down approach was associated to behaviourism

to give birth to the aural-oral approach. The last period (1989-2000) witnessed a shift to

communicative teaching with an emphasis on social and cultural contexts of language use

with an appeal to constructed texts at the detriment of authenticity of text and task restricted

communication to survival use of the language.

In the climate of the present reform, the shift to constructivist curricular and textbooks

in Algeria inserts itself within a broader perspective; equipping learners with the

communication-related competency without neglecting the construction of the individual. In

addition to the linguistic and communication-related competencies, the objective of the

reform is to emphasise the personal construction of the individual to help learners “to be

tolerant regarding other cultures and view points, opinions by putting them into contact with

the culture and civilization of the native speakers” (MS3 syllabus 2004:23)

The goal set by the syllabi designers is clearly stated. It reads:  Learning “aims to form

conscious citizens who are responsible to succeed in the world of tomorrow”. (MS3 syllabus

2004:4) In other terms, the possibility of expressing their opinions, making choices, and

learning to justify them and assess their consequences help students to develop their

autonomy. Similarly, contact with ethnic and cultural diversity can make them realize that

they are part of a community and help them to take their place in that community while

affirming their own values in a spirit of respect for differences.



To attain the constructivist learning objective in the development of learners’

autonomy, however, a more ambitious aim will be to go beyond the communication-related

competency. As brought forward by Dewey, learners should be helped to express and

cultivate their individuality, learn through experience, and acquaint with an ever-changing

world. In short, schools must opt for the development of open-minded attitudes which

promote a critical, ethical and aesthetic view of the world. Said differently, some

constructivist pedagogical principles and objectives should be added to the intercultural

communicative competence in order to enlarge it to a constructivist perspective.

Different from the intercultural awareness which is limited to the understanding of one’s

own culture with comparison to the other cultures around the world, is the intercultural

communication, called also cross-cultural communication, which refers to communication

between different groups of people who belong to the same culture or to different cultures, at

a local, regional or international level. Intercultural Communicative Competence is defined by

Byram (cited in J. K. Hall 2002:19) as “the knowledge, skills and abilities to participate in

activities where the target language is the primary communicative code in situations where it

is the common code for those with different preferred languages.” His definition comprises

five elements:

1-knowledge of different cultural practices
2-attitudes that show curiosity and openness
3-discovery and interaction skills leading to communicating and positive attitudes
4-skills and abilities to interpret messages from various cultural backgrounds with reference

to one’s specific culture, and interact with others
5-Critical cultural awareness of local national and international practices

It remains clear that the main goal of intercultural communicative competence is to

interact successfully with people who possess different cultural identities because of different

cultural backgrounds. In addition to communication, the intercultural competence aims at

cross-cultural tolerance in the sense that when people come across other cultural attitudes,

they realize that their own are different because of differences in their cultural backgrounds.



Intercultural communication-related competency is only one among the main

competencies of the Competency-based approach. Its aim is enabling learners to use language

in a variety of cultural contexts, and to learn to communicate properly, and more clearly,

confidently and effectively. Intercultural communication should enable learners to treat other

speakers of the target language “native or non-natives” with curiosity and respect. By so

doing, they become more aware of their own culture and other cultures accross the world and

also more concerned with intercultural and cross-cultural tolerance and understanding.

In the same respect, the recent reform in the Algerian Middle and Secondary Schools

as far as new curricula and textbooks in ELT are concerned, needs to adapt to societal change.

For Peter F. Oliva (2001:28) “Change is both inevitable and necessary, for it is through

change that life forms grow and develop.” Among the major issues which form the cause of

such a change, Glen Hass, (cited in Peter F. Oliva 2001:28) cites: “the environment, the

changing values and morality, the family, the Microelectronic Revolution, the changing world

of work”. As for the causes, Peter F. Oliva states: (2001:28, 29), “The public school, one of

our society’s fundamental institutions, faces a plethora of contemporary problems, some of

which threaten its very existence.”

Constructivism aims at stimulating learners to take charge of their own learning by

raising their sense of responsibility and curiosity of discovery, invention, creation, and

production through problem solving processes as it is stated by Jonassen (1991) who writes:

“Constructivism does not prelude the existence of an external reality, it merely claims that

each of us construct his own reality through interpreting perceptual experiences of external

world” (from Wikipidia; the free encyclopaedia). This new citizen who adapts to change is the

one who will be capable of taking charge of the new century.

As mentioned earlier in this thesis, up to the recent decades, the school’s function, all

over the world, was to diffuse the values of the officially defined culture through the study of



the Big “C” Culture or highbrow culture which refers to institutions, big figures of history,

literature and civilization. By contrast, and following Dewey’s vision of education, the

Québec Education Program states that since culture is a living reality to which every

generation makes a contribution, schools’ role is to priviledge the culture specific to young

people to help them open their minds to some of the many dimensions of human activity and

express their creativity in all domains. The same programme carries on:

Young people develop their understanding of the world by sharing different views and by
comparing representations, customs and beliefs. They identify the similarities, differences and
tensions that emerge from this diversity. They verbalize personal opinions, feelings and
impressions in a spirit of sharing and cooperation.” (ibid:4)

Among the objectives of a constructivist curriculum, the development of intercultural

awareness of the learners for the sake of effective and appropriate communication is

highlighted. Through the construction of this competency the individual will learn to be an

active participant in society. A second objective lies in the construction of learners’ identity to

fight ethnocentricity and gain openness to the world diversity. In other terms, the aim is

twofold: multicultural and cosmopolitan education. The difference between the two is stated

in the following quote:

While multicultural good citizens needed to think about the perspectives and plights of those
living on the margins of their societies and about those whose good lives deviated from their
own, good citizens in cosmopolitanism need to think, or begin to think, of themselves as
‘global citizens’ with obligations that extend across national boundaries. (ibid: 23)

The third objective is to uncover the democratic culture proposed in the textbooks  in

the form of civic education for the sake of training learners to become good citizens.

To assess the cultural content of the Algerian Middle and Secondary School EFL

textbooks, we feel the need to rely on different types of  paradigms. Our purpose is to

differentiate the Middle School learners’ cultural needs from Secondary School learners’

needs within the scope of language learning. It is interesting at this point to ask what type of

cultural material will help learners to deal successfully with language learning. The premise



of our examination of cultural materials in the two aformentioned levels revolve around  a

major question. We would like to inquire into the type of culture inserted in the two courses

and the ways through which it is taught. It interests us, here, to find out the ways in which

culture is introduced alongside language. To accomplish this, we shall rely on Byram et al’s

definition of cultural knowledge, Hampel’s categories of cultural knowledge, Peters et al’s

definition of authentic sources, and finally on a checklist inspired from Cunningsworth’s

research method.

The first three paradigms will be used to assess the Middle School textbooks, whereas

the last paradigm will serve for the examination of the Secondary School cultural materials

and procedures. The choice of these two perspectives in our textbooks cultural analysis is

motivated by the learners’ specific demands in English language learning in the two Middle

School and Secondary School separate levels. One of the chief reasons behind the necessity to

adopt this distinctive perspective lies in the fact that learners’ background cultural knowledge

in the target language increases significantly as they move from Middle to Secondary stages

of education. Hence, it is our belief that the cultural content related to the checklist will

provide a more detailed and sophisticated analysis of the richness of cultural materials

included in Secondary manuals.

1.2- Paradigms of analysis for the examination of Middle School Textbooks cultural
content

1- Byram et al’s definition of cultural knowledge

In accordance to Byram et al’s (1991) working definition of cultural knowledge in the

classroom, we shall classify our data related to cultural content into: (1) material/ verbal and

(2) explicit/implicit categories. The former dichotomy of cultural knowledge (material/

verbal) concerns the distinction between what is provided by the teacher in the form of

tangible material such as pictures, photographs, magazines, and what is provided by the

teacher in the form of information. The latter dichotomy (explicit/implicit) involves, first,



cultural information provided in the form of a lesson transmitted through the course material,

or by the teacher, and second the information learned through the use of inference. The two

dichotomies are compiled into four categories:

a-Explicit material: Attention here is centred on pictures, photographs, magazines (…) as

central to learners’ understanding.

b-Implicit material: Attention is put on items used for language purpose.

c-Explicit verbal: Attention is put on any text or talk about the country or countries which

is/are the focus of the lesson. Direct emphasis is placed on the information delivered by the

teacher or the textbook.

d-Implicit verbal: Attention is put on the indirect use of cultural information in the language

practice (Byram et al 1991:301 cited in Hampel, R. 2000:22). Indirect emphasis is put on on

the information which is less obvious and needs therefore to be inferred by learners

1- Hampel’s categories related to the objectivity and subjectivity of cultural

information

Besides Byram’s cultural definition and classification, Hampel suggests other

categories related to the objectivity and subjectivity of cultural information presentation

(factual / didactic information). She says:  “the instructor” and the “course material” are “the

sole agents of transmission of cultural knowledge” (2000:23). On this basis, the same cultural

information may be presented in an objective way as a cultural fact, or in a subjective manner

that may highlight the differences between that culture and the culture of the student” (Ibid).

These categories are:

a-Objective categories which include:

-Cultural facts, which involve the target language and its people’s way of life

-Civilization, which involves the tangible product of the target Culture(s)

b-Subjective categories which include:



-Us versus them1, anything which could contribute to an image of Algeria, and

Algerian people, or the English language in the sense of being the same as or different to

other countries or peoples of the world.

-Survival, which involves cultural information that helps learners to use polite

language forms and colloquial phrases in order to ask the appropriate questions, survive in

everyday situations (travelling, ordering a meal, visiting places etc…) and avoid

inappropriateness and  misunderstanding in the target language. “In sum, the information

placed in the survival category has a clear sense of utility. This cultural information is not

presented on its merits alone, as with cultural facts or civilization. Rather, the aim of survival

information is intended to make appropriate action within the “English ” culture easier,

whether under business or pleasure circumstances (Ibid: 24).

2- E. Peters & B. Coltrane’s definition of authentic sources

The above criteria of analysis will also be supplemented by E. Peters’s & B.

Coltrane’s (2003: 3-9) definition of authentic sources. According to these authors, the latter

range from films, new broadcasts, TV shows, websites, photographs, magazines, newspapers,

restaurant menus, maps, historical facts, to monuments, and other printed materials. Equally

important are non- verbal patterns of communication, such as the physical distance between

speakers, gestures, facial expressions, silence (body motions), patterns which are culture

specific. A third important material type is related to the cultural capsules which originate

from the target culture.

In this section, we shall investigate the nature of the cultural materials inserted in

Middle School Textbooks (MS1, MS2, MS3, MS4), and two Secondary School Textbooks

(SE1 and SE3). This material constitutes the corpus of our investigation.

1 Teaching lower-level skill: comparison and contrast technique) (Jack Zevin 2000:97). Klaumeier
suggests that there are beginners and more mature attempts at comparison and contrast. The less mature
approach identifies only one or two major differences and a few examples; whereas the more mature approach
juggles multiple factors and a greater variety of examples. (deductive versus inductive strategies).



1-3 - Middle School Textbooks: Description, Analysis and Discussion of the Cultural
Content

Spotlight on English Book One (MS1)

Spotlight On English Book One is intended for the first year Middle School learners

who start learning English for the first time. It is designed on the basis of the 2002 first year

official syllabus which is grounded in the principles of the constructivist trend. The textbook

design has been made on the basis of the Competency-Based Approach. Three main

competencies are formulated in the Middle and Secondary Schools syllabi as final objectives

for learners to attain. These competencies are:

1- Interact orally in English
2- Interpret visual, verbal, and non-verbal texts
3- Produce verbal and non-verbal texts

The objectives set for these competencies encompass communication inasmuch as

interacting with people,  interpreting messages, and producing verbal and non-verbal texts in

English as a foreign languge imply respectively the use of the socio-linguistic and the

strategic competences (Canale and Swain 1980). The first competence appeals to cross-

cultural understanding and attitudes, the second highlights the appropriate use of

communication strategies whereas the latter insists on the appropriatness of language use.

There are, however, certain observations that can be made about the three competencies

presented in the the Algerian EFL syllabi. It should be noted that they are limited to the use of

language in context; in other terms, they are restricted to the linguistic and communicative

competences which represent only one among four major competencies developed by a CBA

programme.

In fact, under the umbrella of competences, the Algerian orientation of the Middle

School syllabi (MS1-MS2-MS3-MS4) target the acquisition of primary language skills

(listening, speaking, reading, writing, and grammar). Listening and reading, the receptive



skills are associated with skills of interpretation and relating to help learners to understand

the text whereas the productive skills are conjugated with skills of discovery and interaction

which enable learners to learn and do. Grammar too is coupled with discovery skills before

learners are asked to practise it. The end-product of every skill is expressed in terms of end-

of-year outcomes (what the learners can do) before it is indicated in terms of end-of-cycle

outcomes in the MS4 Syllabus which represents the end-of Middle School cycle in English

language learning.

The communicative competence at the speaking and writing levels is developed

through skills of discovery and interaction in combination with the use of functions of

language inserted in the syllabi. As a consequence, the competences related to interacting

orally in English, interpreting visual, verbal, and non-verbal texts, and producing verbal

and non-verbal texts, which are a shared  focus of the Middle and Secondary School syllabi

(7 years) are expressed with respect to learners’ progressive work in terms of outcomes by the

end of every year. These cross-syllabi competences, which reveal the linguistic and

communicative progression in terms of learners’ intended outcomes for the whole course, are

constructed through skills of interpretation and relating, and skills of discovery and

interaction. A good illustration can be taken from the MS4 syllabus which shows more

explicit descriptors in terms of objectives.

To facilitate our analysis of the six syllabi under study in accordance with the three

competences developed in the whole Algerian English Course (Middle and Secondary

Schools), and the communicative competence, we shall divide the traditional skills into three

categories on the basis of interaction which materialises communication: (listerning and

speaking), (reading and writing), and grammar. It should be noted, however, that other

possible associations of skills such as listening and writing, or reading and speaking, or an

integration of skills can be chosen instead as critiria of analysis. We have made our choice on



the belief that it follows a similar choice of combination of skills on the part of the syllabi and

textbook designers.

The point of interest will be the analysis of the three categories of skills mentioned

above in terms of progression all along the seven years of English language study. Our

intention is to find out whether the end-of-Middle School and Secondary School cycles

outcomes reach the communicative competence in oral and writing interaction with verbal

and non-verbal texts. Here, we must clear the ground of traditional confusion which separates

interaction, interpretation and production. When dealing with the communicative competence,

we cannot ignore the fact that the premise for interaction, which suspasses  transactional

language use, is the integration of both interpretation and production processes. It follows

from this that there is no particular reason to expect the separation of the process of

interaction from interpretation and production as it seems to be the case in the Algerian syllabi

which grade them in terms of competences.

We shall start our investigation with the first category mentioned above: listening and

speaking skills (oral interaction). Our analysis will be conducted on the basis of skills of

interpretation and relating for the former skill, and skills of discovery for the latter, as

recommended by Byram et al (ibid). We shall focus on interaction descriptors for listerning

and reading comprehension before dealing with speaking comprehension and writing

a- Listening /oral comprehension

MS1, MS2, MS3 and MS4 share the same objective in terms of listening

comprehension. The end-year outcome for each syllabus is to equip learners with the ability to

understand the main ideas of a text dealing with everyday concrete situations in relation to

their environment. The distinctive feature remains at the level of the type of situations

presented in every syllabus. These basic situations are introduced in texts which relate to

introduction of self and others, locations and descriptions of people and things, asking for



information, direction, prices, asking and giving opinion, ordering a meal. The end- Middle

School cycle outcome shown in MS4 seems to be more ambitious inasmuch as it includes

learners’ personal experiences and stories which goes beyond transactional and informative

language.  In SE1, SE2 and SE3, syllabi designers target skills linked to literary texts which

highlight the importance of characterisation, themes, issues and plot. The distinctive feature

among the three syllabi consists in the distribution of the linguistic complexity which ranges

from straightforward to more complex  language. As regards the situations suggested in the

syllabi, they concentrate on the media.

In addition to skills of interpretation, skills of relating have been used at the linguistic,

paralinguistic and non-verbal levels. Learners are trained to appeal to key words or use

guessing strategies to understand the main ideas of the text,. Similarly, they are encouraged to

use paralinguistic cues. Their comprehension of the language has also been facilitated by non-

verbal text supports such as body language, gestures, facial expressions, tone and pitch,

drawings, class demonstrations, and visuals.

b- Speaking/oral skill

At the speech level, the objectives set for Middle School learners are to introduce

themselves, to describe their everyday activities to a friend, to tell a story using their personal

experiences, to describe an event or a topic of interest, and to interact with people on a

predictable and unpredictable less concrete and more sophisticated topics of interest. In an

effort to help learners construct their speaking skill, the syllabi designers highlighted the

necessity to teach skills of discovery and interaction through the strategic competence. In this

respect, among the end-cycle outcomes related to this competence is the ability to open and

close conversations (MS3),  to express feelings and attitudes (MS3-MS4-SE3), and to manage

interaction by maintaining interest, handling a topic or discussion (MS3).



The second category of skills (reading and writing) which constitute our field of investigation

will also be examined on the basis of Byram’s criteria of analysis: skills of interpretation and

relating for the former skill, and skills of discovery for the latter.

c- Reading comprehension skill

The end Middle School cycle outcome set for learners is to read and understand the

main ideas in a medium-length factual, descriptive, narrative or argumentative text type which

shows  familiar topics related to community and people.  Learners’ interaction with the text,

which constitutes one among the many facets of auhenticity of the reading skill, is carried out

through the processes of identification, interpretation and reaction to the text.

Learners are taught to identify topics and their main ideas before they are asked to go deeper

in their analysis of the text by identifying details to sustain their arguments. For that purpose,

they are first trained to use the process of interpretation and relating by understanding the gist

without the appeal to details. The skill of relating is conducted through guessing strategies

which relate to the use of background knowledge, to understanding meaning from

grammatical context, or from the general context of the text itself.

d- Writing skill

The end cycle outcome set for learners is to produce short factual (informative),

descriptive, narrative and argumentative texts on community life issues related to self and

people. Production of different text types relates to familiar and personal issues (personal

letters, emails, making a dish, to news articles and free writing). Accordingly, much emphasis

is put on paragraph and text writing development. Learners are trained to identify and write a

topic sentence with supporting ideas, to use punctuation, sentence and paragraph connectors

in order to be aware of different paragraph and text formats.

e-Grammar The objective set for the end cycle of the Middle School is to help learners to

communicate (understand and produce linguistic items as a means for language use). They are



trained more specifically to highlight personal qualities which show facets of personality; to

communicate about their hobbies and plans for the week-end; to speak about  the professional

field; to communicate about international and Algerian cultural  specificities in tourism and

cooking. They are also trained to speak about locations and destinations; to describe events

and feelings, in the past and present.

The learning process is based on discovery learning inasmuch as learners are trained to use

analytic skills to discover the different linguistic rules necessary for communication. The

process of language discovery is based on cues that help learners to capture the rules.

Keeping the limitations of this chapter in mind, it is evident that we shall be concerned

with the two first textbook rubrics which make reference to communication and culture,

without neglecting anything to which learners are exposed to, anything which could

contribute to their cultural understanding of the world. Learn the language, the first rubric,

encompasses four different language aspects: lexis, structures, notions, and functions.

According to the designers, the rubric starts with a dialogue which aims both at the

acquisition of linguistic competence and the construction of communicative skills through

cooperative learning and socialisation (ibid, 2004:6). There is some evidence that the

connection between communication skills, as mentioned above, and the use of the functions

of language inserted in the textbook reveals the designers’ intention to develop the

communicative competence. Therefore, an important area of inquiry into the procedures

implemented in the textbook with regard to the construction of the communicative

competence will be worth conducting to shed light on the constructivist theoretical

perspective adopted by the designers.

Learn about Culture, the second rubric, focuses on cultural aspects. It comprises

cultural activities that present cultural items. It is meant to enable learners to be aware of the

cultural specificities of the target language and those of their own. The rubric seems to follow



the recommendations put in the Document d’accompagnement du programme d’Anglais

which states : “la langue est le signe principal de le spécificité d’un peuple, de son cadre de

vie et de son histoire. Parler une langue étrangère c’est se représenter le monde de l’autre.

Donc pour communiquer, il faut avoir des connaissances culturelles et savoir les mobiliser au

moment voulu (2004 :19). Regarding the procedure used for the insersion of the cultural

dimension in the syllabus and the textbook, the same document states: "La dimension

culturelle doit donc être intégrée à l’ensemble et ne doit pas être conçue sous la forme d’une

liste de traits à étudier". (ibid :20). The document recommends clearly to integrate culture in

language learning. The procedure followed by the textbook designers seems to be slighty

different inasmuch as the authors opted for a twofold approach: a special course on the

cultural  dimension through “Learn about culture” rubric which appears to be regarded as an

appendix to the whole unit, and cultural information as part of a cohesive unit.

Like the first year Middle School syllabus, the second year Middle School syllabus

targets the same three aformentioned competencies. It shows, therefore, the same

characteristic features as regards communication. Spotlight on English Book two, the second

year textbook, consists of five (5) files, comprising three sequences each. Each sequence

comprises two different rubrics: “listen and speak” and “discover the language”. The

sequences are followed by others rubrics which are: “listening scripts”, “learn about culture”

and check”. Then three more rubrics, “project work”, “check”, and “self assessment” close

the file.

Spotlight on English Book Two (MS2) espouses a similar approach to culture. It

devotes a rubric to cultural items in every unit in addition to cultural information integrated in

the materials devoted to language teaching. The designers followed a variety of procedures.

Most of them range from identification, description, reading comprehension, explanation, to

definition. “Learn about culture” rubric is characterized by its isolation from the whole unit



inasmuch as it is not integrated to the different activities designed in the unit for the

acquisition of the linguistic and the communicative competencies.

Spotlight on English Book three (MS3) is the third year English textbook . It consists

of four (4) files: “communication”, “travel”, “work and play”, and “around the world”.

Each file comprises three (3) sequences followed by “snapshots of culture” which aim to help

learners to acquire open mindedness by being exposed to a variety and multiplicity of cultural

contexts related to many cultures around the world. This cultural content deals with various

topics presented in the form of foreign stories, songs, news, sketches, films, games,

magazines, poems, TV shows, and websites.

Similarly to the Spotlight on English Book One (MS1) and Spotlight on English Book

Two (MS2), Spotlight on English Book Three (MS3) use a double-oriented paradigm to

cultural information. The distinguishing mark lies, however, in the procedure followed by the

designers to provide cultural items to learners. Reading comprehension and paragraph writing

with the use of comparison and contrast are used at length in the rubric. As contrasted with

the procedure used in the Spotlight on English Book One and Spotlight on English Book Two,

the one used in Spotlight on English Book three opens opportunities for learners to read for

undertanding and pleasure and use their thinking capacities to compare and contrast aspects of

their local culture to those of the target culture.

Regarding culture, the teaching perspective chosen in On the Move seems to depart

from the option implemented in the previous textbooks. The designers approached the use of

culture in an integrative way, without an appeal to a specific rubric related to culture. They

particularly state (2006:VIII):  “ The streamlining of the cultural component  becomes in-built

and is no longer grafted on the language learning proper now.” In respect of the procedure,

the authors highlight (ibid: IX): “ the widening of the intercultural scope to new horizons (the

USA, India, Australia) through comparison and contrast with Algeria.”  In sum, the reference



to national and international culture, together with the use of lower-order cognitive skills

(comparison and contrast) constitute a step forward towards integrative language learning

grounded in the cultural dimension. Accordingly, and differently from Spotlight on English

Book One , Spotlight on English Book Two, and Spotlight on English Book Three, On the

Move does not include a specific rubric related to the cultural component.

f- Cultural Contents in the Middle School Textbooks (Appendix1)

This section develops a fairly complex typology for categorizing the Algerian English

language textbooks cultural data on the basis of Byram et al’s paradigm of cultural material.

Table 1 portrays the types of authentic cultural content distributed in the four Middle School

Textbooks: Spotlight on English Book One , Spotlight on English Book Two, Spotlight on

English Book Three, and On the Move. This typology melded Byram et al’s categories of

explicit and implicit material and verbal cultural information and R. Hampel’s categories of

objective and subjective cultural information in order to analyse the ways in which cultural

information is presented. We have started our investigation of the cultural dimension with

Spotlight on English Book One. The table below displays the cultural features inserted in the

textbook on the basis of Byram et al’s paradigm which is shown below.

Verbal               Material

Explicit     A                             C

Implicit       B D

Byram et al: A working definition of culture in the classroom (1991:301 quoted in

R.Hampel 2000:22)



Table1- Cultural distribution of authentic materials in Spotlight on English Book One

Using the resulting categories above, we can depict a use of the diversity of cultural

material in Spotlight on English Book one; a diversity which is distributed among three

different cultural content categories: Explicit-verbal, implicit verbal and explicit-material. The

fourth category related to implicit material is lacking. The feature of cultural information

represented in the textbook is the part devoted to the explicitly expressed information which

represents 95% of the whole (46% for verbal and 18,33% for material). The way this explicit

information is transmitted is mainly through the survival category which is not far from 74%.

The cultural elements depicted from Table 1 shows that the textbook designers of Spotlight on

English Book One favoured the transmission approach to language teaching. This is reflected

in the little attention devoted to the Us Versus Them category which recieves only 5%of the

whole. The transmission approach to language teaching is based on a didactic perspective of

transactional use of language.

The main focus is on information or what Brown, G. (1988: 2) calls “message

oriented” use of language whose aim is to get correct information in a unilateral intercourse.

The type of transactional communication indicated above belongs to the “concrete operations”

Cultural facts
(a)

Civilization
(b)

Us vs them
(c)

Survival
(d)

Total %

Explicit
verbal

A

6.66
(4)

8.33
(5)

5
(3)

56.66
(34)

76.66
(46)

Implicit-
verbal

B

1.66
(1)

1.66
(1)

00 1.66
(1)

5
(3)

Explicit-
Material

C

1.66
(1)

1.66
(1)

00 15
(9)

18.33
(11)

Implicit-
material

D

00 00 00 00 00

Total% 10
(6)

11.60
(7)

5
(3)

73.33
(44)

100
(N= 60)



stage of learning  which is limited to a concrete range of objects  (Jean Piaget 1969). This

stage does not allow hypothesis making. This choice of procedure defeats communication. As

J. Lyons (cited in G. Brown, G. Yale, 1983) observes: “a great deal of human interaction is

characterized by the primarily interpersonal rather than the primarily transactional use of

language.” The type of communication referred to by the author, is interactional language; its

use contributes to conversation rather than to information.

On the opposite side, the transactional use of language which is concerned with goods

and services or information is far from the conversational analysts’ view of language which is

a means used “to negotiate role relationship peer solidarity” (Brown, G. and Yule, G.

(1988:3). From this it follows that syllabi and textbooks aiming at a conversational type of

language rather than language for the exchange of goods and services or information should

be based on authentic texts which provide contexts of use for real life language that help

learners to achieve a functional command of language.

The choice of transactional language may be understandable perhaps because, at this

level, learners have little prior knowledge with the culture of the English language. This

makes it difficult for them to use skills related to similarities and differences between the

learner’s culture and the target culture, strategies conducive to a comparative analysis with

learners’own culture. In addition, the appeal to small amount of the implicit material category

denotes quite accuratly the designers’ choice of the transmission model. Indeed, by reducing

the amount of implicit information to 15%, they showed their intention to restict language

teaching to what Byram et al call “skills of interpreting and relating (savoirs comprendre)”

and to some extent “skills of discovery and interaction” (savoirs apprendre/faire).

Cultural facts Civilization Us vs them Survival Total%



The absence of skills of “critical awareness (savoir s’engager) that offer learners the

opportunity to gain “an ability to evaluate, critically and on the basis of explicit criteria,

perspectives, practices and products in one’s own and other cultures and countries” (ibid:9),

does not expand teacher’s role to developing learners’ attitudes and awareness of values

leading to an openness to world cultures.  The textbook designers objective is undoubtly to

provide learners with cultural tools necessay for the acquisition of the linguistic competence

of the language under study. Table 2, below, shows the data related to the cultural material

distributed in Spotlight on  English Book Two

Table 2- Cultural distribution of authentic materials in Spotlight on English Book Two

Like in Spotlight on English Book One Table 2 above shows a neglect of implicit

information in Spotlight on English Book Two. Even with a lower percentage, when

compared to the previous textbook ( 85% instead of 95%) explicit information leads the list in

Spotlight on English Book Two. Another characteristic feature of the cultural distribution in

the book is the association of explicit information with cultural facts and survival categories.

This denotes quite accurately the direction given to English language teaching in the textbook,

a direction leading to the acquisition of survival language. The former represents 51,72% of

the whole. By and large, like Spotlight on English Book One, we note a tight

compartmentisation of culture in Spotlight on English Book Two.

Under these conditions, the conclusion to which we are led with reference to

communicative language learning in Spotlight on English Book Two is that culture has not

Explicit-
verbal

24.13
(14)

1.72
(1)

1.72
(1)

36.20
(21)

63.79
(37)

Implicit-
verbal

3.44
(2)

00 00 00 3.44
(2)

Explicit-
Material

10.34
(6)

3.44
(2)

00 8.62
(5)

22.41
(13)

Implicit-
material

3.44
(2)

00 00 6.89
(4)

10.34
(6)

Total% 41.37
(24)

5.17
(3)

1.72
(1)

51.72
(30)

100
(N=58)



been dealt with in an integrative way. To ascertain that our conclusion is plausible, we have

drawn our attention to the role of Us vs them category  in the textbook. This category

emphasises the importance of culural awareness and intercultural skills through the use of

“decentring but also the skills of comparison, of interpreting and relating” (Byram et al: 2002:

8) to lead to the acquisition of the communicative competence. The next figure of table 3

shows the frequency distribution of cultural material in Spotlight Spotlight on English Book

Three.
Table 3- Cultural distribution of authentic materials in Spotlight on English Book Three

As Table 3 above shows, cultural information is distributed among three categories

related to explicit information and implicit information; We note, however,  that the frequency

distribution shows an uneven mode. Similarly to the previous textbooks, the explicit

information category is given the lion share with 90% (71,28% for explicit verbal and 18,81%

for explicit material). Aside from this, the Us Versus Them category has been given more

attention as it reaches 30,69% of the whole. This denotes a shift in procedure inasmuch as

cultural information is used to acquire the skills of finding out new knowledge and integrating

it with the already existing knowledge of the learner. The Us Versus Them category appeals to

what Byram et al name “ skills of discovery and interaction” (Ibid: 8)

Skills of discovery and interaction (savoir apprendre/faire) mean the “ability to acquire

new knowledge of a culture and cultural practices and the ability to operate knowledge,

Cultural facts Civilization Us vs them Survival Total%
Explicit-
verbal

10.89
(11)

5.94
(6)

22.77
(23)

31.68
(32)

71.28
(72)

Implicit-
verbal

00 00 00 00 00

Explicit-
Material

3.96
(4)

9.90
(10)

3.96
(4)

0.99
(1)

18.81
(19)

Implicit-
material

1.18
(2)

2.97
(3)

3.96
(4)

1.18
(1)

9.90
(10)

Total% 16.83
(17)

18.81
(19)

30.69
(31)

33.66
(34)

100
N=101)



attitudes and skills under the constraints of real-time communication and interaction”. (Ibid).

The data presented in table 4  below relates to On the Move and reflects a diversity of cultural

information which is distributed among four different procedures categories related to explicit

and implicit information.

Table 4: Cultural distribution of authentic materials in On the Move

As table 4 above shows, the cultural information presented in the textbook is

distributed in an uneven mode. Differently from the three textbooks analysed previously, On

the Move shows a balanced distribution of cultural information among three categories:

implicit verbal, explicit material, and implicit material. Clearly, the designers seem to have

payed more attention to the use of implicit information to construct learners’ skills of

discovery and relating (savoir comprendre) which is a component of the intercultural

competence (Byram et al 2002). Another significant feature of the textbook lies in the fact

that, like the three other Middle School English textbooks, the designers’ focus on explicit

cultural information remains a dominant  dimension (65%). No less significant is the attention

given to the four categories represented by Cultural facts, Civilization, Us vs them, and

Survival. The inclusion of both implicit information and Us vs them category reveals the

designers’ intention to construct learners’ skills of interpreting and relating (savoir

comprendre), skills of discovery and interaction (savoir apprendre /faire).

Cultural
facts

Civilization Us vs them Survival Total%

Explicit-
verbal

12.30
(8)

18.46
(12)

3.07
(2)

12.30
(8)

46.15
(30)

Implicit-
verbal

7.69
(5)

00 4.61
(3)

4.61
(3)

16.92
(11)

Explicit-
material

4.61
(3)

7.69
(5)

00 6.15
(4)

18.46
(12)

Implicit-
material

7.69
(5)

3.07
(2)

7.69
(5)

00 18.46
(12)

Total % 32.30
(21)

29.23
(19)

15.38
(10)

23.07
(15)

100
(N=65)



Even though distributed in an uneven mode, cultural information is expressed both

explicitly and implicity, in a verbal and material manner. In addition, the four categories

mentioned in the table (cultural facts, civilization, Us vs them, and survival) have recieved

enough attention on the part of the textbook designers. Having recourse to implicit

information and Us vs them categories opens opportunities for an integrative use of the

language.  The purpose behind this approach is undoubtedly to develop a knowledge of a

particular culture on the one hand, and to develop skills and awareness of the differences

among cultures on the other. To restate Byram et al (Ibid: 9): “There is nonetheless a

fundamental values position which all language teaching should promote: a position which

acknowledges respect for humain dignity and equality of humain rights as the democratic

basis for social interaction”.

g- The Place of Culture in Middle School Textbooks

We note at first start that the highest percentage of cultural information presented in

the four textbooks is expressed explicitly. Our findings are indicative of the perspective

chosen by the designers; a perspective which is in line with the didactic instruction. The

percentage of cultural information explicitly expressed ranges from 95%  in Spotlight on

English Book One to 65% in On the Move. The focus on objective quality of the cultural

information is associated with survival information which ranges from 73,33% in Spotlight on

English Book One to 23,07% in On the Move. Survival information is known as “information

necessary in order to adequately function in the target culture” (R. Hampel:28). For

illustration, instances of the use of survival language are taken from On the Move, in the

second part of the textbook devoted to skill building, where social skills take the lion’s share.

In the first file, learners construct social attitudes in relation to various everyday

situations such as dining out, talking about meal times, giving a recipe to a guest, advertising

a restaurant, and writing a letter of invitation. File One’s project deals with the design of a



restaurant leaflet. In the second file, learners are taught to make a survey, to manage a

conversation, to draw rules for a charter. As a project, they are asked to make a profile of

changes in man’s capabilities. In the third file, learners play the role of a tourist guide, make

decisions for the future, plan an excursion, and make a fact file, culminating into a conference

project. In the fourth file, they learn to write a letter of opinion for publication, to make

connections between the present and the past; for the project the making of a poster is

suggested. In the fifth file, students deal with cultural exchanges in their attempts to record

interviews or write transcripts; they are also asked to familiarise themselves with giving

pieces of advice, leading to the writing of newspaper page project. In the sixth file, learners

are expected to sympathize in conversations, write a letter of condolences, write a letter of

congratulations, write an obituary notice, draw morals from tales, record a folktale and tell it

in English, report an accident. For their project, they are asked to make a scrapbook.

On the whole, the general educational orientation of the Middle School English

Course fits the transmission perspective of language teaching which is close to the

transactional instruction and which does not favour integrative cultural learning. The

important remark that should be made, however, is that designers made a slight and smooth

shift from the totally didactic perspective in the three first textbooks, to a more balanced

perspective which includes the reflective dimension, in On the Move.The reason behind this

choice may be found in the necessity to leave time for the learners’ competency to develop so

as to provide them with the tools for the identification and comprehension of implicit

information. At first look, one is inclined to conclude that this orientation defeats the

constructivist perspective for lifelong learning which calls for autonomy and skills such as

mediation and intercultural understanding. But, a detailled analysis of the four textbooks

shows that, in spite of the didactic orientation given to the Middle School English Course, a

smooth transition from didactic to reflective orientation is made.



A good illustration of this orientation is shown in the percentages of explicit and

implicit cultural information distributed in the four textbooks. The explicit cultural

information ranges from 95%in the first year to 65% in the fouth year, whereas the implicit

information ranges from 5% to 35%. Similarly, the information dealt with through Us vs them

category ranges from 5% in the first year to 15,38% in the fouth year. This smooth transition

from objective quality of the cultural  information to subjective quality represented by implicit

information reveals the designers’ intention to follow out a progressive move towards the

constructivist orientation of the reform.

Another notable feature which characterizes Middle School Textbook design, is the

focus on factual cultural material and the descriptive procedure, a feature which explains as

well the orientation taken by the textbook designers towards objective presentation at the

expense of subjective presentation of material, especially in Spotlight on English Book One

and Spotlight on English Book Two. The choice contradicts Rebecca Hampel’s (2000:23)

proposition of cultural information presentation conducive to cultural comprehension and

integration for EFL learners.  Relying mostly on the didactic teaching procedure instead of

problem-solving learning processes is rarely conducive to the development of positive attitude

to language learning. The European Reference Framework on key competences for lifelong

learning defines a positive attitude as an attitude which “involves the appreciation of cultural

diversity and an interest and curiosity in languages and intercultural communication”

(2007:7). As indicated in the quotation, diversity, variety, and interest develop learners’

motivation and confidence to pursue and succeed in learning throughout their lives.

As concerns the aspect of variety, the results show that the common type of cultural

material presented in the four textbooks belongs mostly to explicit cultural information which

depicts cultural facts about English or international people and their lifestyle and cross-

culturally well known works of art and monuments. The percentage of the cultural



information presented objectively is noticeably higher than percentage of material presented

subjectively under the banner of “Us versus Them” category which highlights the differences

and similarities between Algerian culture, the target language culture, and the international

culture. Along these lines, Carter states “Us versus Them” category plays an important role in

the development of learners’ cultural awareness. He declares: “Programmes of multicultural

education are designed to acquaint students or pupils in school with cultures which are

different from their own and which are often the cultures of other groups of people in the

society in which they live. Most second and foreign language teaching involves learning

something of the culture connected with the target language.” (1993:19)

The main objection for the use of the objective type of cultural material to build

attitudes according to societal conventions is that it does not require critical views and

reflection on the part of learners. It is widely believed that a major goal of language learning

within the constructivist perspective is to help learners use critical thinking. This view is

shared by Byram et al (2002). Their belief is that authentic materials from different origins

offer different perspectives in context and intention; they, therefore, enable learners to use

critical thinking capacities for the sake of acquiring skills of comparison and analysis. It is

probably fair to say that the comparison and contrast strategies used in the textbooks, in

combination with objective cultural facts, are limited in their scope as they involve only

lower-order skills and are rarely accompanied by a subjective variety of learning.

In sum, one of the significant problems identified in the textbooks is the difficulty found

in the distribution of cultural material. What seems to be needed is the choice of an efficient

strategy for cultural material distribution, on the one hand, and an appropriate learning

process built on critical inquiry, on the other. The use of “Us versus Them” category which

targets differences and similarities among the local, the target, and other cultures for the

purpose of constructing learners’ values, customs, and tradition has been restricted to 5% in



Spotlight on English Book One, 1,72% in Spotlight Two, 30,69% in Spotlight on English

Book  Three, and 15,38% in On the Move. Besides, the main focus remains on cultural facts.

According to Byram et al (Ibid) it is more important to acquire skills of analysis than cultural

facts. As already noted, the heavy flaw observed in the distribution of cultural information in

the textbooks is mainly procedural. This lack in procedure is illustrated by the uneven

distribution of cultural instances all along the Middle School English Course.

The uneven mode in the horizontal distribution of the cultural information through Us

vs them category in the four textbooks brings some evidence on the difficulty for learners to

acquire the communicative competence. Shifting from 5% in Spotlight on English Book One

to 1,72% in Spotlight on English Book Two, and then from 30,69% in Spotlight on English

Book Three to 15,38% in On the Move, reveals a misconception in the teaching of the

intercultural communicative competence. What was expected was the increase in the

percentages devoted to skills of interpreting and relating, skills of discovery and interaction,

and critical cultural awareness (Byram et al 2002), to enable learners to gain knowledge of the

English / American and international cultures when moving from Middle School level one to

Middle School level two (...).

A characteristic feature of this cultural distribution is that the most important proportion

is not used for beginners who possess little or no prior knowledge of the English/ American

and international cultures, but for learners who have completed their first two years in English

language learning. The disconnection between the communicative goal set for the course,

coupled with the desire to construct learners’ worldview on the one hand, and the didactic

orientation in textbook design on the other hand, is more than just unfortunate; it will

certainly engender difficulties in the development of learners’ cross-cultural awareness as a

pre-requisite for the development of their openness to other beliefs, traditions and values.



Having chosen to rely on the objective variety of cultural information for the general

direction of the Middle School English Course, the designers have not helped learners to

internalise a critical thinking process which can prevent them from experiencing some degree

of “cultural shock”. For Byram et al (ibid), to promote their savoir être, learners have to learn

through experiential learning in order to reflect upon experience to combine the cognitive

with the affective. “The teacher’s role is to structure the learning experience, to ensure that the

‘culture shock’ is productive and positive, and not overwhelming and negative, and to help

learners to analyse and learn from their responses to a new environment. Byram et al (ibid)

believe that the intercultural communicative competence has its source in critical thinking.

They assume that to develop this competence (savoir être), learners have to go through a

process which evolves around knowledge (savoirs), skills of interpreting and relating

(savoir comprendre), skills of discovery and interaction (savoir apprendre/faire), and

critical cultural awareness (savoir s’engager). “The role of the teacher is therefore to

develop skills, attitudes and awareness of values just as much as  to develop a knowledge of a

particular culture or country” (ibid:9). There is ample evidence then that teaching the

intercultural communicative competence cannot be limited to transmitting information about a

foreign country (knowledge).

The transmission approach neglects social identities expressed by the target the

international and the local cultures and does not help learners to decentre “ to make the

strange familiar and the familiar strange”(ibid:14). In the Middle School English Textbooks

many cultural items related to cultural facts, civilization and suvival categories remain strange

for Algerian learners. For example, the themes related to food and recipes which are beyond

their reach in terms of their exotic nature and expenditure are not accepted by learners who

feel frustrated by the opulence shown in the textbook pages. A significant example can be

taken from the topic related to school in Spotlight on English Book One in the read and write



section of file three. A newspaper article shows schoolboys and girls in a public school in the

USA taking their breakfast. The article begins with a heading which says: “School starts with

breakfast!” This cultural information is inserted in the textbook as a cultural fact without any

appeal to Us vs them category which could open opportunities for learners to integrate it

without emotional effect.

Many other situations representing English and European schoolboys and girls’leisure

activities transmitted through cultural facts and civilisation without integrative learning

situations which combine the cognitive and the affective to create a cultural shock. Indeed,

most Algerian schoolboys and girls cannot afford to visit a zoo, a museum, a concert, to play

chess,  to ride a bicycle, to ride a horse (...). These leisure activities could have ben presented

with a critical approach to the materials which challenges learners to bring together the target

culture materials and local and national materials which present contrasting views in order to

represent the differences in values and worldviews. Learners have to discover the different not

the best type of material. Thus, they have to be encouraged to examine the cultural

information critically.

What has become cristal clear is that the choice made by the designers is likely to lead

learners to accept the target language and the international cultures, and thus prevent them

from making unfavourable value judgements on the culture of the other. Accordingly, it is

quite improbable that such a  procedure will help learners to develop a sense of respect for the

difference. Another observation that can be made about the inadequacy of the designers’

approach to cultural material lies in the use of the Snapshots of culture rubric in Spotlight on

English Book One , Two, and Three. This rubric is limited to “ all-too-familiar stereotypical

icons of the target culture—the instantly recognizable pictures of the clichéd sights mentioned

in popular guide book” (Byram et al 2002:11).



The same author states that limiting culture to stereotypes represents a danger inasmuch

as these latter “ are based on feelings rather than reason” (ibid:21). For the author, textbook

materials should help developing skills of critical discourse analysis and critical cultural

awareness. Another significant concern of the constructivist educational perspective is the

association of critical “learning through doing” classroom practices to authentic cultural

material diversity. Because it lacks appropriate practice and distribution all along the course,

the “Us versus Them” category fails to lead to lower-order cognitive development in the

classroom. This cannot afford learners the opprtunity to reflect on their learning and develop

competencies required in the construction of their autonomy in cross-cultural communication.

The same view is supported by Kramsch (1993) for whom inter-cultural

communication requires the juxtaposition of the foreign culture with one’s own. Byram et al.

share the same view; they claim that critical analysis of cultural materials requires authentic

sources from different origins and provide various perspectives of analysis engendering

therefore the acquisition of analytical skills (2002: 19). Critical analysis represents a

significant improvement in language learning compared with the longstanding tradition for

the storage of factual information.

The heavy mismatch, which originates from the high occurrence of explicit cultural

category, at the expense of implicit cultural category which leads to critical thinking, defeats

the constructivist learning objective conducive to the communicative use of the language on

the one hand, and learner societal integration on the other. The scores of this category, 62%,

are of a high magnitude compared with the percentages resulting from the other categories.

Even though it displays cultural tools from various cultures, and appeals to comparing and

contrasting techniques, this approach to cultural material distribution fails to equip learners

with reasoning skills related to a reflective constructivist perspective. The results confirmed

the textbook orientation towards the traditional transmission teaching model.



If this orientation on the part of the textbooks designers is understandable for the first

and second year Middle School learners, because of the necessity for learners to use the target

language cultural background knowledge, it remains surprising that no implicit material is

available in the third and fourth years textbooks which are addressed to learners aged between

14 and 15. The aforementioned learners have already completed two years of English

language study and are more likely to use critical thinking. Unfortunately, no opportunity is

given to them in order to use inductive and deductive strategies via implicit materials.

On these bases, the perspective shown in the Middle School English Course in Algeria

seems to lack essential knowledge and attitudes related to cultural awareness and expression.

The major flaw noticed in the Middle School English Course lies in the construction of the

cultural material frame of reference. Lack in both construction and gradation, with regard to

Byram’s et al, Hampel’s, and Peters’ et al categories, does not allow learners to encounter

communicative exchanges of information and ideas; and most of all, it does not allow learners

to sharpen their insights into the values and meanings of the international and target cultures.

Essential cultural knowledge encompasses awareness of local, national, international,

and target cultural heritage within an integrative process which facilitates the feeling of

belonging to the world citizenship within its diversity. This cultural awareness is constructed

by associating learners’ local and national cultural heritage with the international and target

cultural dimensions, conducive to an openness to the world.  What is needed is nothing short

of an appropriate implementation of the constructivist theory of learning and its instructions; a

right implementation that will provide principles for guiding authentic inquiry, knowledge

construction, and autonomous learning for learners.

An efficient implementation of the theory will undoubtedly develop the core skills of

the social and civic competencies. To quote the European Reference Framework (2007:9),

the core skills of this competence includes the ability to communicate constructively in
different environments, to show tolerance, express and understand different viewpoints, to



negotiate with the ability to create confidence, and to be capable of coping with stress and
frustration and expressing them in a constructive way and should also distinguish between the
personal and professional spheres.

1-4-Secondary School Textbooks (SE1 At the Crossroads; SE3 New Prospects):
Description, Analysis and Discussion of the Cultural Content

1-4-1- At the Crossroads

At the Crossroads, the official English textbook designed for the first year Secondary

School learners implements the new English syllabus adopted in the context of the recent

Educational Reform which is supported by the Competency-Based Approach. Every unit

starts with two sequences which follow a similar pattern. The first sequence is called listening

and speaking, and the second is reading and writing. Both sequences aim at the construction

of the communicative competence in oral and writing, with a focus on the linguistic

competence. To develop the oral communicative competence, learners are encouraged to

practise pronunciation, stress, and intonation in addition to language functions and socio-

cultural skills.

Communication in reading and writing is constructed on the basis of a communicative

purpose, and attitudes belonging to the international, and target language cultures in order to

develop learners’ cultural awareness and their intercultural competence. The Extension and

Consolidation sequence, in which learners encounter new practice in writing, shows more

concern for the communicative competence. The sequence proposes activities that develop

learners’ ability to use language functions and social skills conducive to social behavioural

responses. Like On the Move textbook, the designers have chosen to integrate culture in every

unit.

1-4-2- New Prospects

New Prospects is the third year Secondary School textbook. Every unit is made up of

two parts. The first part, entitled “Language Outcomes” is divided into “Listen and Consider”



and “Read and Consider.” Both sequences aim at the acquisition of the linguistic competence

(grammar, vocabulary, spelling and pronunciation). “Listen and Consider” and “Read and

Consider” end with “Think, Pair, Share”, a rubric which is devoted to language practice

based on the use of communicative situations and language functions. The second part

entitled “Skills and Strategies Outcomes”, comprises two sequences: “Listening and

Speaking” and “Reading and Writing.”This section aims at instilling, in the learner, a set of

skills ranging from the language skills (listening, speaking, reading, and writing), to social

and critical thinking skills (collaborative work, peer-assessment, cooperative research work in

problem solving situations).  The rubrics devoted to skills construction are: “Saying it in

writing, and “Writing development”, for the academic skills, and “The Learners’ Outcomes”,

and “Intercultural Outcomes”, for the cognitive skills.

“Research and Report,” and “Project Outcomes” rubrics close every unit. They

intend to invite learners to practise research and methodological skills through the use of

hypertexts, website and presentation of their production in front of their classmates. Every

unit ends with “Take a Break” rubric which displays language through songs, cartoons,

idiomatic expressions, puzzles. A “Listening Scripts” rubric is inserted at the end of the

textbook; it presents a compilation of radio interviews, dialogues, and debates that serve for

the “Listen and Consider” sequence of every unit. This rubric is followed by grammar rules

related to the use of articles, prepositions, tenses, spelling. The textbook closes with

“Resources Portfolio” "rubric which is a selection of texts related to every topic dealt with in

the units.

Regarding the reference to the communicative dimension and the cultural component,

the third year secondary school textbook main emphasis is put on “recurrent language

functions” (2005:IV) and “in-built Intercultural outcomes” (ibid: VI) which represent socio-



cultural objectives. The cultural perspective chosen by the designers seems to be the

integrative approach to language learning.

What has become cristal clear in respect of the approach followed in the whole Middle

and Secondary courses is that the designers favoured a cultural eclectic perspective. They

privileged the bottom-up approach in the Middle School, in the first, second, and third year

textbooks, and an integrative approach in the Middle School fourth year textbook, and the

Secondary School textbooks. Obviously, the designers favoured a smooth transition from

descriptive to reflective and affective learning.

Cultural Contents in Secondary School Textbooks: Description of the Checklist

A checklist is a research technique based on a set of varied types of questions that

serve for the evaluation of content materials. Cunningsworth (1984:74) defines a checklist as

“an instrument, or a useful tool for evaluating teaching materials”. Considering

Cunningsworth’s paradigm related to textbook evaluation, we have designed a questionnaire

which comprises three sections containing each respectively three (3), two (2), and one (1)

question (s). The sections evolve respectively around the topics, characters, and settings

covered in the textbook under analysis. The checklist questions are detailled as follows:

Section One: Topics

1- Do the topics covered by the textbook show characteristics of authenticity?

2- Are the topics covered in the textbook more specific to the local, the target, or the
international culture?

3- Is the cultural information contained in the textbook related to overt culture (food,
music, monuments, people…) or covert culture (attitudes, beliefs, values)?

Section Two: Characters

1- From which nationalities are the characters embodied in the textbook?



2- Are famous people portrayed in the textbook from different nationalities and do they
represent symbols or embody a specific culture?

Section Three: Setting

Which setting does the textbook favour, the local setting, the target culture setting , or

the international one?

In this section, we have used a data gathering strategy which originates from the

checklist above. We examined the textbooks language learning material to distinguish the

contents according to topic, setting, and character categories. The data sorted out from At the

Crossroads show a variety of text types including dialogues, interviews, reports, letters, book

reviews, folktales, fairy tales, adapted excerpts from novels, summaries, poems, short stories,

horoscopes, reader’s digest, and descriptive texts.

At the Crossroads

A-Topics

(1) Do the texts used in the textbook show the characteristics of authenticity?

Table 6, below, portrays the distribution of cultural information contained in At the

Crossroads. It develops a typology for categorizing the data (texts) with reference to language

authenticity of text.

Unit
Texts Genuine

input
authenticity

Simulated
authenticity

Adapted
authenticity

Inauthenticity

Unit
I

Text 1: Dear Amel
(A pen friend Letter)
Text 2: Untitled
(Application letter)
Text 3: Untitled
(Communicating
through E.Mail)
Text: 4: Untitled
(E.Mail writing
techniques)

+

+

+

+

Unit
Text 5: Ms Wiz
Loves Dracula

+



II (review report)
Text 6:Untitled
(Adapted excerpt
from Chinua
Achebe’s novel
Things Fall Apart
Text 7: Untitled
(excerpt from
Charles Dickens’
novel Hard Times)
Text 8:  Untitled
(Adapted excerpt
from Lewis Carroll’s
fairy tale Alice‘s
Adventures in
Wonderland)

Text 9: Untitled
(About William
Shakespeare)
Text10:My Count (
a Poem by Dorothea
Mackellar)
Text11:The Stork
and the Pitcher/The
Oak Tree and the
Reeds (Two
folktales)

+

+

+

+

+

+



Unit
III

Text12: Horoscope
Text13: Untitled text
( A short Story about
two
Neighbours in
Brooklyn)
Text14 : Untitled
text (A Report about
the computer  use  in
the Times)
Text15: Untitled
( An adapted text
from Reader’s
Digest about food
attitudes)
Text16: Text
(Candidates’
feelings before
taking an exam)
Text17: Report
( Police report)
Text18: Untitled
(Consumer reports)
Text19: Take it easy
(Texts about stress)

+
+

+

+

+

+

+

+

Unit
IV

Text20: Untitled text
(The story of
communication)
Text21: To the
editor (The
importance of
technology)
Text22: Untitled
text  (The
advantages of TV)
Text23: Man and the
Mosquito
Text24: The making
of a scientist
Text25: Untitled text
(Cloning)
Text26: Untitled text
(Philosophy and
Sciences)
Text27:Untitled text
(The planet Mars)

+

+

+

+

+

+

+

+

Unit
V

Text28: Chemicals
at war against man
Text29:Untitled text +

+



(Town  pollution)
Text30: Ecoclean
Text31: Renewable
Energy
Text32: Don’t be a
litter lout!
Text33: Memo
(Chemical pollution)
Text34: Untitled
(The effects of acid
rain)

+
+

+

+

+

Table 5: Authenticity of texts in At the Crossroads

The table above shows a mixed distribution of genuine input authenticity,

simulated input authenticity, and adapted input authenticity. The first category represents

43, 75%, the second 34, 37% and the third 28, 12%. Between adapted input authenticity

and genuine input authenticity, the textbook portrays a high percentage (71, 87%) of

authentic texts. Using the resulting instances of the categories developed in figure 6, we can

affirm that, there is ample evidence about the use of characteristics of authenticity in the texts

inserted in the textbook.

2) Topics covered in At the Crossroads

Table 7 below depicts topical data highlighting the type of cultural distribution

inserted in the manual.

Table 6: Texts and types of culture in At the Crossroads

Table 7 shows that the themes inserted in At the Crossroads refer to a varied set of

cultures. A major feature of the culture distribution in the manual, is its emphasis on a single

cultural category. Indeed, the entire body of cultural information fall under the category of

universal aspects whereas the local culture is less than two per cent of the whole. The target

Topics related
to texts

The local
culture

The target
Culture

Other cultures Universal
aspects

1 5 3 25

% 2,94% 14,70% 8,82    % 73,52%



culture and the cultural information illustrating other cultures represent together less than the

part devoted to the universal aspects.

3) Cultural information contained in the At the Crossroads

Table 8 displays instances of overt and covert cultural material used in tha textbook.

Unit I Unit II Unit III Unit IV Unit V Unit VI
Overt
culture

+ + + + + +

Covert
culture

+ + + + + +

Table 7: cultural aspects related to overt and covert culture

A look at the table above shows that the textbook exhibits a varied input encompassing

both types of culture (overt and covert).

b- Characters

This section develops a typology for categorizing the data in accordance with

characterization in the textbook. Table 9 below shows the variety of nationalities embodies in

characters inserted in the textbook, whereas Table 10 presents the category of famous people

with a particular focus on characters embodying cultural features.

(4) Nationalities embodied in the textbook

Table 8: Categorisation of characters in terms of nationality

Among the most significant findings about the quantitative data displayed in the table

above is that the characters embodied in the textbook exhibit features of different

nationalities. We should note however that the percentage of Algerian characters account only

Algerian
characters

Characters
from
English -
speaking
countries

Characters
From other
nationalities

Non-
identified-
characters

Texts without
characterizat
ion

Number of
Characters

03 11 13 26 25

% 3,93% 14,47% 17,10% 32,90% 31,58%



for 1, 31%, and the total number of texts without characters, and the number of non-identified

characters constitute the prominent feature of the manual.

(5) Well-known People Portrayed in the Textbook

Algerian English/American Other   nationalities Total
Well-known people 03 05 05 13

Well-known people
expressing cultural
identity

02 01 03 07

Table 9: Well-known people in At the Crossroads

The remark to be made about the instances sorted out from the table above is that only

six (6) out of thirteen (13) famous people who belong to different nationalities and portrayed

in the textbook do express cultural identity.

c- Settings:

The data presented in this section identify instances and percentages of categories

related to setting.  Table 11 portrays the representation of settings in texts whereas Table 12

depicts the representation of settings in pictures. Table 13 synthesises the whole data

displayed in the two preceding tables.

1- Setting in texts

Local
setting

British
setting

American
setting

Other
foreign
Setting

Texts
without
setting

Number of
settings

00 02 02 03 44

%
00% 3,92% 3,92% 5,88% 86,27%

Table 10: the representation of settings in At the crossroads texts

As the table shows, the majority of texts are deprived of setting. The second significant

feature displayed in the table is the absence of local setting.



2-Setting in pictures used in At the crossroads

Local
setting

British
setting

American
setting

Other foreign
setting

Total
number

Number
of
settings

2 03 00 03 8

% 25% 37,5% 00% 37,5%

Table 11: the representation of settings in At the crossroads pictures

Table 12 reflects the number of settings inserted in the four categories developed in

the table. The results show a small number of settings and an unequal distribution in terms of

the countries involved.

3- Setting in texts-synthesis table

Local
setting

British
setting

American
Setting

Other
foreign
Setting

Texts
without
setting

Number of
settings

02 05 02 06 44

Table 12: the representation of settings in At the crossroads: A Synthesis

The table above displays unequal percentages in terms of setting diversity. From

theses findings, there is evidence that the percentage of texts without any mentioned setting is

given prominence. The number of settings related to Algerian, British and American areas, or

other countries around the world is restricted to seven (7) texts out of fifty one (51). In short,

only 13, 73% of the total number of texts is embedded withing settings. The emphasis put on

the category of texts without setting won’t facilitate the objective set by the textbook

designers and the syllabus: to construct cultural identity, to transmit foreign cultural values,

and to develop learners’ openness to the foreign cultures.



New Prospects

A-Topics            (1) Texts’ Authenticity

Unit Texts Universal
Culturally
Specific

Unit I Text 1: Algeria at the crossroads of civilization
Text 2: Without title (related to the Egyptian

civilization)

-
-

+
+

Unit II Text 3: Imitating property is theft
Text 4: Without title (related to working
conditions)

+
+

-
-

Unit III Text 5: Education in Britain
Text 6: Without title (related to Education in

America)

-
-

+
+

Unit IV Text 7: How is your energy balance?
Text 8 : Without advertising you couldn’t

afford a foot-ball match ticket.

+
+

-
-

Unit V Text 9: The solar system
Text 10: Without title (related to comets’
collision)

+
+

-
-

Unit VI Text 11: Feelings
Text 12: Without title (related to the Diana

Spencer’s  story  life)
Text 13: What I have lived for
Text 14: The unicorn in the garden

-
-

+
+

+
+

+
-

Table 13: Texts universally and/or culturally specific in New Prospects

The table above shows a balance between universal and culture specific texts.

The culture specific category refers to civilization, education, and feelings in the Algerian,

Egyptian, British, and American Cultures whereas the universal category includes property,

energy balance, sport, comets, and myth.

(2) Are topics covered in New Prospects more specific to the local, the target, or

the international culture?

Topics related
to

The   local
culture

The target
Culture

Other cultures Universal
aspects

Texts 1 9 6 37

% 1,89 16,98 11,32 69,81

Table 14: Texts and culture in New Prospects



Table 15 shows a number of thematic instances in New Prospects, instances

which refer to a varied set of cultures. This cultural diversity lacks however, a balance in its

distribution. The entire body of cultural information fall under the category of universal

aspects (69, 81%) whereas the local culture does not reach two per cent of the whole. The

target culture and the cultural information illustrating other cultures represent together less

than the part devoted to the universal aspects alone.

b- Characters

(4) Characters’ Nationalities in New Prospects

Algerian
characters

Characters from
English -speaking
countries

Characters
From other
nationalities

Non-identified-
characters

Number of
Characters 18 25 29 29

%
17,82 24,76 28,71 28,71

Table 15: Categorisation of characters in terms of nationality in New Prospects

The table above displays a varied set of nationalities. In this distribution of characters in

terms of nationalities the percentage of characters belonging to the English -speaking

countries come close to matching that of the total number of the two other categories referring

to characters from other nationalities and that of the non-identified characters.

(5) Well-known People Portrayed in New Prospects

Algerian English/American Other   nationalities Total
Well-known
people 4 20 21 45
International
symbols 1 8 1 10

Table 16: Well-known people in New Prospects

Table 17 shows that a higher number of characters falls into the category of well

known characters. The category of international symbols represents only 10 out of 45

characters. A balance is set between characters embedded in specific cultures (local and

British and American), and other nationalities.



c- Settings:

(6) Settings in New Prospects

Local
setting

British
setting

American
Setting

Other
foreign
Setting

Non-
identified
setting

Number
of settings 7 8 5 8 6
% 20,59 23,53 14,70 23,53 17,65

Table 17: The representation of settings

As the results show, the distribution of settings in New Prospects lacks balance. The

highest percentage is represented by the target culture which comes close to matching the

total number of that of the local culture which represents only 14, 70%.

1-4-2- The Place of Culture in Secondary Textbooks

A- The Topic Dimension

Cultural elements which help mediate and regulate communication are part of

intercultural communicative competence. Topics remain one of the elements that play an

important role in the acquisition of this competence. Therefore, the exposure to a varied set of

topics reflecting a diversity of cultures develops learners’ intercultural understanding, their

communicative abilities, and their tolerance for others. In this respect, the Secondary School

textbooks At the Crossroads (SE1) and New Prospects (SE3) exhibit a diversity of topics

related to different cultures ranging from source, target to international type.

The results sorted out from our checklist show, however, that topics related to

universal culture have been given prominence when compared to those illustrating the target

or the local cultures. Indeed, this particular type exhibits respectively 79, 41 % and 69, 81% in

At the Crossroads and in New Prospects. This universal type of topics, which aims at

developing students’ world view, treats a diversity of themes. They range from the field of

communication (TV), literature ( fairy tales, poetry), school (exams), consumption, different



types of pollution, technology, , sciences in At the Crossroads (SE1), and food, love,

advertisements, business in New Prospects (SE3).

In the case of the target culture, the results show that in At the Crossroads (SE1), it has

been given prominence in comparison with the local culture. The former represents a

percentage of 14, 78% whereas the percentage of 2, 94% which is attributed to the local

culture can be considered negligible. In SE3, the same procedure is applied. 16, 98% make

reference to the British or American cultures. Among the topics inserted in the textbook units,

we can cite: education, the way feelings are expressed by British people, or Diana’s life. The

local culture represents a percentage of 01, 89% which can be considered negligible. It is

represented by a single text of a total of fifty three (53) texts. The text is entitled “Algeria at

the Crossroads of Civilisations”, and exhibits Algerian heritage from the world’s civilizations:

The Kasbah of Algiers, Timgad, Tipaza, Djemila, The Mzab Valley, the Quala of Beni

hammad, and Tassili n’Ajjar. This limitation in the distribution of the local culture does not

open enough opportunities for learners to explore and analyse interculrural situations.

Furthermore, the prevailing lack of local and national culture obviously excludes the

possibility for teachers to help learners to attain the skills that are necesary to make sense out

of the facts they themselves rediscover in their study of the Algerian culture to challenge

generalisations and sterotypes. In their pursuit of the construction of the intercultural

competence, learners need a more balanced distribution among the different types of culture.

At the Crossroads and New Prospects devote respectively 8, 82% and 11, 32% of

texts to a variety of cultures. In New Prospects, the text under the title “The Spread of

Civilization in the Maghrib and its impact on Western Civilization”, for example, makes

reference to many countries such as Algeria, Morocco, Tunisia, Italy, Iraq, Spain. This

denotes quite clearly the intention of the textbook designers to help learners to construct their

openness to the world.



B- The Character dimension

A detailed analysis of the character dimension reveals that a great number of characters

have been inserted in both textbooks. We have listed respectively fifty one (51) in SE1 (At

the Crossroads), and one hundred and one (101) in SE3 (New Prospects). The results sorted

out from our checklist show that the characters embodied in both textbooks are from different

nationalities. Surprisingly, however, a high percentage is reserved to non-identified

characters, in At the Crossroads and New Prospects alike; the percentage is respectively 34,

21% and 28, 21%. The way characterisation has been approached causes the impossibility for

learners to develop particular or universal values and attitudes. Because of the emphasis put

on the non--identified characters category, there is no particular reason to expect cultural

awareness raising and communication construction on the part of learners. Neutral texts in

regard to culture are generally not conducive to identity construction and openness to the

world. For K. Croft (1972:95), for example, all materials used for listerning and reading

comprehension, even in the earliest lessons, should be authentic. He describes authentic

materials as those, which “Involve details of customs, behaviour and attitudes typical of the

foreign culture. These types of materials help to practise and manipulate language in a

communicative way as they offer communicative contexts similar to those of real life.” Neutral

texts in terms of characterisation are not considered as fertile ground for expression and

recognition of cultural differences.

Concerning the target culture, the results reveal, quite unexpectedly, that the  number

of British characters represents only 14, 10% of the total number of characters in SE1

textbook and 24, 76% in SE3 textbook. By contrast, the prominent feature of characters

pertaining to the local culture is unequally distributed between At the Crossroads (SE1), and

New Prospects (SE3). The percentage represents only 1, 31% for the former textbook, but 17,

82% for the latter textbook.



In sum, the impediments of the great number of non-identified characters who do not

stand for a particular cultural identity and the uneven distribution of the local cultural

material, do not make it hard to anticipate a considerable difficulty for learners’ to develop an

openness to the world. Instead, the approach chosen at the level of characterisation may affect

learners’ development of their intercultural awareness and  identity construction in asmuch as

it shows features of a transmissionist pedagogical orientation illustrating the information-

based approach.

Another characteristic of the Algerian secondary school textbooks with regard to

characterization lies more specifically in the selection of well-known characters. Character

distribution shows an unbalanced feature in SE1 where only thirteen characters out of the total

number of fifty one (51) are famous ones. Among these well-known people, only three of

them (Aladin, Charlo, and Fellag) can be related to the world of youth. All the others

(Shakespeare, Achebe, Ghandi, Mandela, Lalla Fathma N’Soumer, Ibn Badis,, Pasteur,

Fleming, Graham Bell, and Einstein) belong to the academic field of knowledge.

A similar unbalanced selection is found in SE3 textbook. For example, forty five (45)

well-known characters are numbered out of a total of one hundred and one (101) characters

inserted in the units. These characters respond to young learners’ interest and range from

football players, singers, actors, to politicians. Among them, we can cite Souilah and

Beyouna, two Algerian actors, Beckam, Cindy Crawford, Princess Diana, from England,

Ronaldo from Brazil.

Another characteristic element lies in the designers’ choice to insert in SE3 textbook

well-known people of more interest for young learners rather than inserting them in SE1

textbook which is addressed to younger learners.  Because of this, we remain sceptical about

learners’ motivation in their process of English language learning. Of the imporatnce of

including well known people in the course with regard to learners’ motivation, there can be no



doubt; the point, however we wish to emphasize is that the disconnection between the

pedagogical objective and the targeted learners is more than just demotivating. The alternative

would have been to stress more on culture specific to young learners in SE1 level where

learners are much younger than those of SE3 level.

C- The Setting dimension

The results sorted out from tables 11, 12, 13, and 18 reveal that a variety of settings in

SE1 and SE3 relate to different areas of the world. The important remark to be made,

however, lies in the large number of texts which do not show any setting. In SE1 textbook, for

example, we number forty (40) texts without any reference to setting. These texts relate

generally to the scientific field; they refer particularly to technology, sea life, the mosquito,

cloning, sciences, the planet Mars, town pollution, renewable energy, acid rain etc.

The typology of categories related to setting range from the local, the target language

culture setting, to the international setting.  The local setting in SE1 and SE3 textbooks

represents respectively 13, 33% and 20, 59% of the whole. We note, however, that in

SE1textbook for example, the number of texts representing the target culture in terms of

setting is restricted to (4); a number quite negligible when compared to the total number of

fifty two (52) settings inserted in the textbook. Among these settings, we may cite:  Algiers,

the Algerian TV headquarters presented in pictures, in SE1 Textbook, and Timgad, the

CRAAG center, Tipaza, Bejaia, the Casbah of Algiers, Tassili n’Ajjer, the Mzab Valley.  It

seems that the insertion of local and national cultural settings in the textbooks aimed at

enlarging learners’ knowledge of their cultural heritage, and those related to the target and

international culture aimed at broadening out their view of the world heritage. Here, we must

clear the ground of the traditional confusion which presents cultural materials as pedagogical

ends in themselves whereas they should constitute a means to an end. In SE1 and SE3



textbooks, most of them have been given a rather decorative role in English language

learning.

Besides the local settings, the target culture settings are represented in only four (4)

texts and three pictures out of fifty two (52)  in SE1 textbook, and 23, 53% in SE3 textbook

whereas 37,5% and 23,53% display the settings in respectively SE1 textbook and SE3

textbook. Reference to international settings has not been neglected but it is represented in

only three (3) texts out of forty four, and three pictures out of eight in SE1 textbook. In SE1

textbook, for example, seven (7) countries are referred to in terms of setting: Finland, USA

(Miami, Brooklyn, Wisconsin) England, Russia (Moscow). in only three (3) texts out of forty

four, and three pictures out of eight in SE1.

In SE3, we remark that a little more prominence is given to foreign settings; 23, 53%

devoted to this aspect of cultural setting in reading texts mentioned many countries such as

Argentina, Belgium, Egypt, France, Italy, Morocco, Norway, Russia, Scandinavia, Spain, and

Tunisia. We notice, however that Egypt alone has been granted two texts in comparison with

some other countries which appear together in one text as it is the case of “The spread of

Civilization in the Maghrib and its Impact on Western Civilization» in which references are

made about Algeria, Irak, Italy, Morocco, Spain, Libya, and Tunisia. The remark made about

the arbitrary distribution in topics and characters turns out to be true for the distribution of

settings as well.

In the light of the aforementioned analysis of topics, characters, and settings, we can

conclude that culture has been granted interest in both manuals. Indeed, a wide variety of

cultures has been the focus of SE1 and SE3 textbooks. The distribution of the topics,

characters, and settings follows, however, the same scheme which is mainly characterized by

an unequal distribution among the local, the national, the target and the international types of

culture. This approach to topics, characters, and settings may make it difficult for teachers and



learners to understand, evaluate critically on the basis of cultural products and practices in

their own and other cultures. To quote Byram et al (2002:12) : “What the teacher should ask

is not how much more information about a country and its cultures can I include in the

syllabus, but how can I develop those other competences which will help learners to interact

successfully with people of other cultures and countries.” The challenge for teachers and

learners alike is, therefore, not just teaching or understanding facts but to promote analytical

teaching and learning of cultural products  to help intercultural interaction with one another.

This diversity of cultures even though unequally balanced within the same category and

among the three categories, reveals the intention of the designers to put learners within a

cross-cultural perspective. The interesting question to be asked at this point is whether this

intention is in conformity with the belief that, intercultural awareness is identified through a

set of cultural attitudes and skills related to comparison and contrast, negotiation of meaning,

interpretation of messages leading to tolerance of differences.

In this respect, the belief is that a neglect of the local culture does not provide

appropriate broad areas of learning and background knowledge of local and national heritage

for the use of comparison and contrast strategies through the low and high-order skills to

enable learners to inquire into their environment, reflect about their learning and construct

their identity. The reason behind this choice lies probably in the fear that learners acquire a

monocultural view of the world. We have reason to say that the most obvious problem in the

Algerian secondary school textbooks which remains in the neglect of the local and

international cultures for the benefit of the universal aspects may hinder the development of

learners’ intellectual awareness and intellectual communicative competence. Indeed,

interaction through critical thinking drawn from reflective and affective learning builds

communication and the sense of tolerance to others, on the basis of different cultural

backgrounds. In this respect, Kramsch (1993:12) who referred to language learning states, “its



main aim can no longer be one sided response to national and economic interests, and the

pursuit of communicative happiness; it must include the search for an understanding of

cultural boundaries and an attempt to come to terms with these boundaries”. In other words,

foreign language learning should embrace the integration to the economic field and the

openess to the world.

Overt and covert culture

For purposes of discussing the place devoted to overt and covert culture in the

secondary textbooks, we feel the need to distinguish again between the two. As mentioned

previously, by overt or open culture we mean all the visible cultural elements such as food,

music, films, monuments, historical sites etc. Covert or hidden culture concerns all those

cultural aspects which are related to attitudes values, feelings etc.

At the Crossroads , displays overt and covert types of culture which coexist. Yet, there

seems to be something unequally different about their distribution.  Indeed, we note that little

attention has been shown for covert culture which has been the object of a single text. By

opposition, overt culture has gained much attention. A deep analysis of the textbook content

reveals that the covert dimension is covered throughout the textbook.

In New Prospects, overt and covert cultural aspects sometimes coexist in the same

unit. In Unit One (1) for instance, an account on the Egyptian way of life shows pictures of

the Pyramids and exhibits instances of values, beliefs, and traditions. In Unit four (4), which

presents the theme of food, there is a particular appeal to both the open and hidden types of

culture. The text entitled “How is your Energy Balance?” for example, a text whose goal is to

raise learners’ awareness about the importance of the acquisition of good eating habits (covert

culture), shows much consideration to food ingredients (overt culture). From the foregoing, it

is, we think apparent that an attempt is made to combine two cultural dimensions to provide

materials conducive to the construction learners’ critical thinking.



The focus on explicit cultural material and deductive strategies and the limitation of

implicit cultural material are indicative of the choice of the didactic instruction made by the

designers. This is an approach to language teaching, termed the transmission perspective in

language teaching, an approach which allows for a didactic educational perspective close to

the transactional instruction. It shows the difficulty for learners to attain reflective and

affective goals in their learning process.

The lack of opportunities for the use of inductive strategies which are generally trigged

by covert cultural material, makes it difficult for learners to promote a sense of critical,

ethical and aesthetic view of the world inasmuch as they are not asked to interact personally

with the topic, the setting, the character; in short, the text. Bruner seems to share the same

view when he highlighs the relationship between cognition and culture. In his book entitled

“Culture and Cognitive Growth”, he shows the extent to which culture affects cognitive

development. He particularly states (1971: xiv): “Rather than thinking of culture as being

added to the mind, psychology would do better to think of culture as in mind” (in Scott

London 1998). In his book, The relevance of Education, (1971 :7), he explicates further this

relationship by writing :

The range of man’s intellect, given its power to be increased from the outside in, can never be
estimated without considering the means a culture provides for empowering mind. Man’s
intellect then is not simply his own, but is communal in the sense that its unlocking or
empowering depends upon the success of the culture in developing means to that end (…) For
the use of amplifiers of mind requires admittedly, a commonly shared human capacity, and
each society fashions and perfects this capacity to its needs.

Following Hanvey’s paradigm of cultural awareness, it could be argued that the

Algerian approach to language learning as shown in our results does not reach the third phase

in which learners use intellectual analysis of subtle contrasts about the native and target

cultures. Hanvey (ibid) states that learners start to accept the foreign culture at the intellectual

level of phase III. In addition to its transactional and communicative goals, language

represents a “vehicle of thought, identity and freedom”. Culture is a means of self-perception



and perception of the world, understood as a tool that provides a window on the collective

heritage, constitutes another essential element for the development of learners’ world view,

the construction of their identity and their empowerment. Language and culture are, therefore,

inextricably linked. In the context of language learning, to be competent in a second or

foreign language, one should understand the culture that has shaped and formed it. In this

respect, Gumperz (1964) argues that the more one knows about a particular society, the more

s/he can communicate through the language of that society. This assertion puts forward the

importance of cultural awareness in language learners. Kramsch goes even beyond this when

dealing with intercultural awareness. He states: “Understanding a foreign culture requires

putting that culture in relation to one’s own”. (Kramsch, C. 1993:205)

Viewed from this angle, the constructivist objectives as stated by Dewey, objectives

which range from expressing and cultivating learners’ individuality, to learning through

experience, and acquainting learners with an ever-changing world, seem to be overambitious

if we relate them to the Algerian educational context of textbooks. The need for the inclusion

of the reflective instruction which appeals for the use of critical learning, and for affective

instruction which construct learners’ value judgement and their openness to the world with

regard to respect of what stands as different, and tolerance, proves to be essential for the

construction of identity.

In chapter one we attempted to shed light on the process implemented in Middle and

Secondary School textbooks to construct learners’ identity in terms of culture and

communication. In chapter two, it is our intention to go further in our analysis of identity

construction by scrutinizing Algerian syllabi and textbooks to capture the type of ethical

education provided by the Algerian English language policy.



Chapter Two: Constructing Learners’ Identity:
The Ethical Competence in The Algerian School

Introduction

In our introduction to the thesis, we referred to Erich Fromm (2007) to underline the

ethical problem resulting from what the author calls “social character orientation”. For him

(2007:2), “modern man feels uneasy and more and more bewildered. He works and strives,

but he is dimly aware of a sense of futility with regard to his activities. While his power over

matter grows, he feels powerless in his individual life and society.” Because of man’s

corruption which originates from the material world, postmodernists called for a constructivist

approach to reality to serve as the foundations for value systems which are based on man’s

autonomy and reason.

“The Common European Framework of Reference for Language” Council of Europe

(ibid), for example, defines the key ethical competence within its three faceted dimensions.

One of its prominent aspect is the knowledge gained from universal concepts of democracy,

justice, equality, citizenship, and civic rights with reference to the charter of fundamental

rights of the European Union, and international declarations. The other distinguishing feature

lies in the application of the aforementioned concepts in the local, regional, national, and

international fields. The third important aspect of the competence is associated with the aims,

values, and social and political policies developed in the field.

As concerns the skills necessary for the development of this competence, the same

document asserts that learners should display interest and engagement to solve problems at

the local, national, and international community levels. This act of solidarity cannot be

without active participation through critical thinking and reflection. In sum, the European

Reference Framework is in line with William Damon’s innovative education and intellectual

and moral development approach to character education which calls for two developmental

phases: the indoctrination phase which highlights the behavioural values students must



possess and didactic values related to good citizenship on the one hand, and the character

education phase which appeals to critical thinking or education in judgment, on the other

hand.

The development of the ethical competence responds to what John Dewey calls the

second goal of education which prepares students for democratic citizenship (in Scott London,

2000). It requires specific broad areas of learning related to community life concerns that are

likely to serve as anchors for learning in moral education. Because of their interdisciplinary

nature, broad areas of learning leave room for different visions of human life. The ethical type

of broad areas of learning requires learners to open a moral dialogue with classmates and raise

questions on the community problems. The development of the ethical competence requires

also a tight connection with cross-curricular competencies which give rise to inquiry

procedures, the confrontation of a diversity of points of view, and critical judgement.

To construct an ethical competence through the development of skills, the Quebec

Education Program Secondary School Education, Cycle 1 (2004) provides a three scaled

approach encompassing three sub-competencies:

(1) A moral frame of reference which aims at the assimilation of learners’ social environment
values, norms, laws, prohibitions …etc, which serve as a basis for them to react positively or
negatively in their decision making about the world issues.

(2) A reflective position on ethical issues which deals with ethical issues, helps learners to
identify emotional and rational reasons. It teaches learners to respond to different viewpoints,
opinions and values, and to take position and propose actions.

(3) A moral dialogue which engages learners in moral dialogue, and aims at building learners’
openness to their peers and at showing concerns for others. This competency is based on an
attitude of collaboration which values diversity and respect of others.

Along these same lines, Derek Bok (in William H. Shaw 1999:510) claims:

By studying problems that commonly arise in personal and professional life, students will be
more likely to perceive moral dilemmas they would otherwise ignore. By finding that these
dilemmas raise issues that are susceptible to careful reasoning and argument, students will be
less inclined, not more, to believe that every ethical view is entitled to tolerance and respect.
By learning to analyse moral issues more rigorously, students will realise that often such



problems do have reasonably clear solutions, given basic ethical premises that almost all
human beings share.

With this in mind, the author wonders about the most obvious problem of the method

that organizes ethical education. He writes: “the question then arises whether to offer special

courses on this subject or to include material on ethical dilemmas in regular courses where

such issues arise naturally out of the material” (ibid).  According to the same author, the

second alternative suits best learners because ethical education is relevant to all aspects of

professional life.

How are these “big ideas” dealt with in the Algerian EFL textbooks, to promote the

ethical competence? Did the designers favour the behavioural aspect of moral education or

character education called also education in judgment? Or did they appeal to both approaches

in a complementary way? These are some of the questions we will attempt to answer in this

section. Before starting to seek an account on how the cognitive dimension is worked out, we

resolve to examine the way the ethical broad areas of learning are organized in the textbooks.

Our purpose in conducting an analysis of  syllabi and textbooks is first to bring to the

fore the place granted to the ethical competence. For that purpose, we shall examine the place

granted to the didactic, the affective and the reflective dimensions. The second objective of

our investigation relates to the procedure followed by the designers. Our intention is to spot

the aspect of moral education introduced in the Algerian Secondary English Course. Finally,

we shall end this chapter with proposals for more balanced and appropriate adaptation of the

CBA to the Algerian educational setting, with reference to specialists in the field of

democratic education.

The designers of the Algerian Secondary School English Course seem to have

grounded learners in ethical education. It should be noted that the results of our investigation

show that the two methods conventionally used in the teaching of moral education have been



actually associated. The first method organizes ethical issues along the textbooks in implicit

and explicit manner; the second method, called the overt method, focuses solely and

systematically on the subject of ethics. The former has been used to present moral issues

throughout the textbooks., and the latter has been used to insert a special unit in a textbook, a

unit dedicated wholly to ethics. This is precisely the choice made by SE3 textbook designers

who inserted a unit entitled Ill Gotten Gains Never Prosper, (Unit 2) wholly dedicated to

ethics. This proverbial heading of the unit is indicative of the moral ethics assigned to the unit

besides its language goals. Notwithstanding the designers’ firm intention and determination to

demonstrate the importance of ethical education in secondary EFL textbooks, we have reason

to say that they have not pushed their subject far enough to reach an encompassing vision.

2-1 - Review of the Literature: Developing the Ethical Competence

As indicated in the general introduction, this chapter will be carried out on the basis of

Jack Zevin’s (2000) lower and higher-level instruction paradigm. This paradigm, allied to

social studies in the classroom through citizenship, social action, and personal development of

the learner, is based on a three-part approach: (1) “the promotion of social science (here

through language study), (2) the promotion of reflective inquiry, and (3) the promotion of

citizenship transmission” (Jack Zevin’s (2000:7).

Our choice in using a social science paradigm for our analysis springs from the fact

that, in Zevin’s words:

the idea of viewing people in systems, factoring in or out different aspects (such as the
political, economic, social, or cultural) and analysing the roots and consequences of human
actions, runs through all of the human sciences. How and why decisions are made and actions
are taken is a common thread through nearly all social investigations whether these are on a
personal, group, national, or international level. The ways we perceive and know are also very
much part of the questions social sciences ask in designing studies and interpreting results
(Ibid/ 28).

Our analysis of the SE1, SE2 and SE3 textbooks depicts six broad areas of learning

that could serve as a basis for moral education. They are meant to build learners’



(1) Awareness of lifestyles, health and well being;
(2) Awareness of responsibility with respect to the environment, consumer

Rights;
(3) Awareness of citizenship and community life;
(4) Awareness of the place of media, literature in daily life;
(5) Awareness of responsibility with respect to mankind;
(6) Awareness of the place of science and technology in the progress of human

Life.

These six broad areas of learning display contexts for citizenship education; they show

complementary relationships among human being physical education, health and well being

and consumer’s awareness and responsibility; science and technology, and environmental

awareness; Language and the media and, ethical and aesthetic attitudes with respect to the

media, and finally citizenship and community life awareness to form learners’ duties and roles

in a democratic world.

2-1 -1- The Social Sciences Frame of Reference

Among several accepted approaches to the organisation of world studies educational

course content (broad areas of learning), four alternatives have emerged: the geographic, the

international relations, the cross-cultural, and the integrative/global history approaches.

These approaches differ from the traditional Western History Approach to world studies

which was organised from a European or American viewpoint and espouses a linear sequence.

This approach is labelled Eurocentric and ethnocentric, because of the growing recognition

that cultures, peoples and critical events other than those of the Western history have been

seriously neglected.

Alternative approaches represent, therefore, approaches that replace the Western

history model inasmuch as their focus is within a world or global perspective. These

alternative approaches have been clearly defined by Jack Zevin (ibid, 2000:210) in the

following words:



Four major themes have emerged: a geographic approach, which stresses human and physical
interactions among the world’s regions and climates; an international relations approach,
which stresses the relations between and among the political systems of the world; a cross-
cultural approach, which invites comparisons among cultures that have evolved different or
(or similar) solutions to fundamental human problems; and an integrated or global history
approach, which focuses on social, economic, and political change working toward increasing
global interdependence.

Through the geographic approach, learners know about, understand, and discuss

physical earth features and human development in various regions of the world in a special

perspective. It offers learners the possibility to compare and contrast political systems, cities

types, agricultural resources and innovations, technological and cultural issues so as to reflect

on successes and failures of peoples’ achievements.

The international relations approach relates to global citizenship which gives the

learner the role of a world citizen who understands his own individual identity within a world

citizenship. On these bases, the student learns his role and that of his country in the welfare of

the world within the larger scope of a global policy.

The third approach, termed the cross-cultural approach, helps learners to construct

their openness to the world by understanding that alternatives can be put ahead to solve

common problems all around the world. This openness to the world can be attained through

comparisons of world peoples’ values, traditions, customs, ideas, literature and art, music,

under the political, economic, philosophical, geographical, environmental, and aesthetic

scope. An integrative world or global history approach is concerned with diversity and

universality: “how and why individuals, groups, and peoples have created distinct lifestyles

and societies to solve problems of security, well-being, making a living, organisations, and

creativity.”(ibid: 209) It evolves around interdependence, development, change, cooperation,

and cultural diffusion.

Our objective in dealing with world studies is to see which perspective SE1, SE2, and

SE3 textbooks designers have chosen to develop the aforementioned broad areas of learning



in order to construct learners’ moral education through the textbooks courses. Did they favour

one among the four cited alternative approaches or did they use an eclectic approach to world

studies to construct the ethical competency? Our paradigm will be borrowed from Jack Zevin

and relates to the four alternative themes and a developmental course structure organised

around “theme”, “time or chronology”, and “place”.

2-1 2-Lower and Higher Order Learning Cognitive Processes

Cross-curricular competencies are generally categorised into three interrelated models

related to different schools of philosophy that influenced educators over the last hundred

years: (a) the didactic which concerns lessons and curricular with predominantly information-

processing orientation that promotes the acquisition of data and the transmission of

knowledge; (b) the reflective, which encompasses data-based inquiries, lessons and curricular

with a predominantly problem-finding and problem-solving orientation that fosters reasoning

skills and the formation and checking of hypotheses; (c) the affective school of philosophy

which encompasses value or attitude-based inquiries, lessons and curriculum with

predominantly ethical and policymaking orientation for the purpose of  encouraging the

examination of values and the testing of beliefs and belief systems. “These three dimensions

should be thought of as complementary ways” (J. Zevin, 2000:4-5).

Strategies used in lower-level skills aim at the acquisition of knowledge, reflective and

affective skills (application, awareness of value difference) and serve as anchors for higher-

level thinking.  Lower-level skills are generally used in Middle or junior high school whereas

higher-level instruction which is more complex suits best high school students as they

encourage divergent arguments about conflicting accounts or controversial issues (Jack Zevin

2000). Lower-level skills play the part of a frame of reference for students to use in their more

complex critical thinking activities. In this respect, the Stanford Encyclopaedia (Civic

education 2007:15) states:



What we have, then, is not a spectrum but a sequence, a developmental sequence. Character
education, from this perspective, begins with the inculcation in students of specific values.
But at a later date, character education switches to teaching and using the skills of critical
thinking on the values that have been inculcated.

Jerome Bruner (in the culture of education) brings explicit clarification with the

following four dominant models of modern pedagogy. These are:

1- The first model sees the learner as an imitative agent who learns through
example and demonstration

2- The second one regards the learner as an agent who learns from didactic
exposure; an agent to whom facts, principles, and rules are given for
application

3- The third one considers the learner as a thinking agent who uses
discussion and collaboration, in relation to his experience and the world
to reach intersubjective exchange

4- The fourth model sees the learners as an agent who makes a distinction
between his personal knowledge and the objective knowledge

Bruner states that models one and two help learners to accumulate knowledge and

achieve skills (they fulfill similar aims as those of lower-level skills) whereas models three

and four help learners to be aware of their thought processes (they fulfill similar aims as

those of higher-level skills). The author believes that the four models should not be viewed in

an exclusive way; rather, they have to be fused into some congruent unity (a similar remark is

made by Jack Zevin (2000) as concerns didactic, reflective and affective teaching

dimensions). To inquire into the direction set by the textbook designers, we have selected to

build our analysis on both a large prospection of the three textbooks, the first unit of every

textbook, and unit two of SE3 Textbook which represents the single unit devoted entirely to

the study of ethics. Our choice of the first unit of every textbook lies in the fact that all units

are built on the same scheme and offer therefore the same opportunities of analysis.

1-2-3- The ethical frame of reference and the  different processes involved

A frame of reference is inscribed in the civic education developmental phases called

civic indoctrination (Stanford Encyclopedia of Philosophy, 2007). The first phase includes



behavioural and didactic values whereas the second phase relates to character education

or education in judgment which needs critical thinking on the part of the learners who have

to consider reasons and evidence for and against propositions vis à vis their personal, social,

and cultural environment.  As Louis V. Gerstner Jr. et al state (1994:222): “Character

education is not formed by lectures and exhortations; character is formed by example and

practice”. In this light, Piaget, when dealing with ethical education, writes (1972:110):

it becomes evident that neither the teacher’s authority nor the best lessons he can give on the
subject suffices to engender living, dynamic relationships, comprised of both independence
and reciprocity. Only a social life among the students themselves-that is self-government
taken as far as possible and parallel to the intellectual work carried out in common-will lead
to this double development of personalities, masters of themselves and based on mutual
respect.

As Aristotle also observed, “men become virtuous by behaving virtuously. Practice

makes perfect” (Louis V. Gerstner et al 1994:222).

Behavioural values are values that learners must possess; they  consist of an ethos of

behaviour from which virtues of honesty which lead to harmonious relationships,

cooperation to enable learners to adopt a democratic attitude with others and participate in

community life projects, solidarity, respect, to encourage learners to develop an active

relationship with the environment while maintaining a critical attitude toward the

interdependence between the environment and human activity (Extensionism). William H.

Shaw, (1999) notes also that the extension of moral standing and/or moral rights from human

beings inclusively to wider classes of individual nonhuman natural entities (ecocentrism), can

take place if associated with moral consideration for the ecosystem as a whole and for its

various subsystems as well as for human and nonhuman natural entities

Behavioural values concern also the way people  cope with strong emotions,

emotions which, in the words of Emile Durkheim (1961 in B.R.Cosin 1972:202) “allow

themselves to go beyond all limits, that they know no moderation and spill out into

tumultuous, destructive, and, as a result, almost necessarily immoral disorders”.



Behavioural /didactic values have relation to rights and duties for the promotion of the rules

of social conduct and democratic institutions. Rights and duties refer to human rights which

are divided into two categories: positive and negative rights. “Positive rights reflect the vital

interests that human beings have in receiving certain benefits, e.g. the rights to education,

medical care (…); negative rights reflect the vital interests that human beings have in being

free from outside interference, e.g. freedom of speech (William H. Shaw, 1999:31).

Knowing about moral rights is essential for learners as “the significance of positing

moral rights is that they provide grounds for making moral judgments that differ radically

from utilitarian grounds. Once moral rights are asserted, the locus of moral judgment becomes

the individual, not the society”. This civic education phase serves also for the inculcation of

“specific virtues such as patriotism”. This phase is termed a traditional form of education

or teacher-centred education.

For William Damon (ibid: 16), character education starts from this indoctrination

phase before shifting to the critical thinking phase in which the inculcated values are clarified.

He writes (ibid): “ The capacity for constructive criticism is an essential requirement for civic

engagement in a democratic society; but in the course of intellectual development, this

capacity must build upon a prior sympathetic understanding of that which is being criticised”

(2001: 135). In other terms, constructivist criticism needs to start from a moral frame of

reference embodying didactic values.

We have decided to investigate both the frame of reference provided for the study of

ethical competence and the processes that frame the development of this competence in the

textbooks to shade light on the ethical education approach chosen by the Secondary School

syllabi and textbook designers. For this purpose, we feel the need to rely on two different

methods of inquiry. The first will relate to the frame of reference whereas the second will be

linked to intellectual processes.



Our aim in using Zevin’s diagram is to connect the frame of reference previously

described to the cross-curricular competencies; in other terms, to put life situations and moral

references into perspective to find out the extent to which students take a reflective position

and engage in moral dialogue throughout the Secondary School Textbooks’ activities.

Zevin states that every lesson should be built with elements of each dimension but he

adds that a precise direction should be pursued by a teacher or a textbook designer; an overall

course that stresses a didactic goal, a reflective goal, or an affective goal should be taken for a

lesson or a unit. For him, one dimension should be dominant, otherwise, he believes that “a

lesson that tries to do too much at once or has conflicting goals usually loses direction and

confuses students”.

As mentioned earlier in the thesis, we have borrowed our analytic paradigm from J.

Zevin’s social science instruction based on lower and higher- order categories, instruction

which is described below in detail.

2-1-4 -Lower Level Instruction: Strategies and Definitions

Lower level instruction relates to two types of strategy: comparison and contrast, on

the one hand, and drama-building, on the other hand. The first type is conducted through

deductive and inductive cognitive processes, whereas the second type is carried out through

written source materials which trigger personal responses.

a-Comparison and contrast strategies:

Deductive strategy: It is a strategy in which you offer a definition to students by giving them

a label or term, and have them apply the concept to examples to determine whether they fit

the definition.

Procedure

1-Set goals for the concept(s) to be learned and the comparisons to be made
2-Name the concept or concepts.



3- Define the concept in full and present the commonly accepted meaning.
4-Present examples and non-examples simultaneously.
5-List attributes and apply them to examples. Ask for reasons in support of the

comparisons or contrasts suggested.
6-Develop a systematic way to evaluate new examples.
7-Give positive feedback throughout process.

Inductive strategy: It is a strategy, in which students derive concepts, categories, or

definitions on their own, based on a careful examination of evidence.

Procedure

1-Present examples and non-examples.
2-Ask students to list attributes that examples have in common.
3- Ask students to test their list of attributes giving reasons, separating examples

from non-examples.
4-Ask students to develop a systematic way to judge new examples and revise

criteria, if necessary.
5-Tentatively define the concept in full and compare with official definition.
6-Name the concept or concepts.
7-Give positive feedback throughout process.

It should be noted that for secondary school students a more mature deductive and

inductive teaching strategy is usually seen as more appropriate.

b- Drama-building strategy: Emotional impact of a story, event…

Teaching Techniques:

a- Personal play acting
b- Selection of primary and secondary sources that are written from personal points

of view and draw the student into the event or issue.
c-The use of media and artistic works that use plot, character, images, and language

to communicate a view point.

b- Higher-level Instruction: The Frame of reference

A frame of reference lets students see the world through the eyes of others. It moves

students out of a narrow, personal, or ethnocentric pattern of thought and opens new doors to

thinking and decision making. It encounters multiple perspectives, a clash of viewpoints, and

strikingly different interpretations. It encompasses three categories of strategies:



- Matching or contrasting documents, newspaper accounts, an event to illustrate

subtle or simple differences in reporting data, characterizing events, and describing

personalities (Something conflicting or something convergent on a facet of life, such as pro -

war and anti-war approaches to famous battles). These approaches to issues and problems

require reflective reasoning of a fairly high order, thereby strengthening student critical

faculties

- Mystery strategy: It is a research process/strategy that begins with some evidence or

a set of assumptions and uses a step by step cognitive procedure towards a defensible

conclusion by unknown or missing data gaps. Open-ended problems are the most appropriate

didactic situations that are usually used for classroom activities. They help learners to appeal

to their experience in order to suggest hypotheses by using extrapolation and interpolation.

This approach is quite similar to the discovery approach in that it encourages the learner to

use limited evidence to make hypotheses or generalizations that go beyond the given data.

The objective of this strategy is to promote learners’ reasoning skills and inference

and synthesis capacities. It aims to gather knowledge, piece together clues, compare and

contrast examples, develop and test hypotheses by using formal and informal logic and see

events from  many points of view through the process of evidence interpretation.

Its techniques relate to who, what, when, how, and why questions; estimations of the quality

of primary sources from given clues; open-ended and thought provoking, divergent questions

designed to sustain the learner’s inquiry to help him/her to work out his own solution.

- Controversy strategy: It refers to morality, justice, and order. Controversies emerge from

differences in people’s values which determine their aspirations and codes of behaviour in

their everyday interactions. These clashes lead generally to compromises between opposed

views and attitudes, the choice of one among the alternatives or the appeal to a stand resulting

from a universal set of truths. What is worth mentioning is that a the aforementioned



alternatives are the result of successful discussions of values, issues, or controversies which

incorporate analysis of data, both cognitive and affective domains, and theory and practice

before well thought-out decisions or recommendations can be formulated.

Teaching Techniques connected with the controversy strategy are varied in number

and form. We have listed them according to J. Zevin’s classification (2000:131-132). These

are: Simulation Games in relation to a problem or issue; debates based on opposite sides

exchange; panels through which a variety of views is presented by a group of students to their

classmates; investigative Reports which are carried out through newspaper reporters’ role

play; devil’s Advocates technique which allows students to argue unpopular positions for the

sake of a debate; mock Trials show role play trials by students who take roles of lawyers,

judges, witnesses etc…; social Science Researchers which involves the collection, analysis,

and evaluation of arguments that support different positions with a written concluding report;

poll Takers/Interviewers concern the analysis, and development of survey on a particular

topic; councils/Committees/Police makers: students play roles of police-makers who   are

asked to settle a dispute, a problem, or issue by using information at their disposal; role-

Reversals: students are put in the opposing side position in an argument.

2-1-5- The Ethical Frame of Reference in the Algerian Secondary School Textbooks:

This section develops a fairly complex typology for categorizing the broad areas of

learning inserted in the Algerian English language textbooks. Table 1 portrays the types of

broad areas of learning distributed among the three Secondary School Textbooks: At the

Crossroads (SE), Getting Through (SE2) and New Prospects (SE3). Through the types of

broad areas of learning sorted out from the textbooks, we shall see whether the frame of

reference provided by the textbook designers is conducive to the development of the ethical

competence.

Secondary Education Textbooks



Broad areas of
learning

At the Crossroad Getting Through New Prospects

1-Awareness of
lifestyles

Unit 3: Our findings
show: medical care,
good health,
suffering from stress
Unit 4: Eureka! :
Discoveries that
changed our daily
lives, communication

Unit 1: Signs of the
time: Eating and
clothing habits,
lifestyles profile,
traditional and
changing manners
Unit 5: News and
tales: life seen
through folktales

Unit 1: Exploring the
past: ancient
civilizations in the
world, (e.g. how
Native Americans
use to live), contacts
among civilizations
Unit 4: Safety first:
the impact of
advertising on eating,
clothing, and
entertainment habits)

2-Awareness of
responsibility with
respect to the
environment

Unit5: Back to
nature: natural
disasters, pollution
(air/water/sound),
global warming,
renewal energy

Unit 3: Waste not
want not: the
ecosystem, pollution,
a conservation plan
(the Amazon forest,
energy consumption,
the world water
supply …)

3-Awareness of
citizenship and
community life

Unit 2: Once upon a
time: traditional way
of life in Africa
(Nigeria), life in
Coketown, Alice’s
Adventures in
Wonderland (through
literary classics)

Unit 1: Signs of the
time: united cities,
duties and rights of
children in life
schools)

Unit 1: Exploring the
past: (how life was
ruled in ancient
Egypt in the
pharaoh’s age, the
Maya civilisation)
Unit 3: Schools:
Different and alike
(education in Britain
and America)
Unit 6: Keep cool:
coping with strong
emotion

4-Awareness of the
place of the media
in daily life

Unit 1: Getting
through:
communication
(internet, e-mail
versus snail- mail,
letters and messages,
newspapers)

Unit 2: ill gotten
gains never prosper:
ethical issues,
immoral actions,
imitations, fraud,
punishment, the
anticorruption
programme)

5-Awareness of
responsibility with

Unit 2: Signs of the
time: make peace

Unit 2: ill gotten
gains never prosper:



respect to mankind (the league of
nations, UN task
force )
Convention on the
rights of the children
Unit 5: : News and
tales: Rescue actions
in natural and human
disasters (tsunami,
earthquakes, road
accidents)
Unit 6: No Man is an
Island: community
issues (charity,
solidarity)

The rights of the
child, writing a
charter of ethics

6-Awareness of the
place of science in
the progress of
human life

Unit 4: Budding
Scientist: science in
the past and the
present
Unit 7: Science or
fiction? : scientific
laws and principles,
scientists, making a
scientific repertory)

Unit 5: It’s a giant
leap for mankind:
Astronomy, the solar
system, celebrities in
the field, comets

Table 1: Broad areas of learning in SE1, SE2, and SE3 textbooks

On the basis of the resulting data above, we have reason to say that the frame of

reference, which serves as an anchor for constructing the ethical competence, reveals morality

in its diverse aspects: norms, prohibitions, obligations, rights, laws, principles and ideals that

distinguish Good from Evil.  The broad areas of learning relate to a reality of interest for

secondary school learners (eating, clothing and entertainment habits, lifestyles profiles,

solidarity in disasters, fighting pollution, folktales, duties and rights in schools,

communication, computer uses and internet, ethical questions, peace in the world, space

etc…) and pose problems of emerging relevance to learners who have to take effective

attitude and action appropriate for each field of study. On the whole, the frame of reference

responds to learners’ and community interests.



2-1-6 -Building a frame of reference

This section displays the results on the development course structure followed in the

before-mentioned English Secondary School Textbooks. The investigation has been

conducted within the social science paradigm as indicated in the methodological sub-section

of our work. It depicts the specific approach to the construction of a frame of reference and

captures the direction(s) drawn for the course. Accordingly, the table below portrays instances

of social science orientation in SE1, SE2, and SE3 textbooks to determine which among the

geographic, the international relations, the cross-cultural, or the global history

approaches, predominate.

Development
course
structure:
Theme

Geographic
Approach

International
relations
approach

Cross-cultural
approach

Global history/
integrative
world
approach

(Identify
(outstanding
philosophies,
writers and idea,
leaders from
diverse cultures)

SE2-Unit2:
Make peace
Theme: Global
interdependence
and control:
international
peacekeeping

SE3-Unit2:
Ill gotten gains
never prosper
Theme: social
change/regression

SE1-Unit3: Our
findings show
Theme:
Medical
innovation

SE2 –Unit 5
News and tales
Theme:
Cooperation/
Interdependence

Time
(describe a
major period of
history)

SE2-Unit3
Waste not,
want not
Theme:
environmental
issues: physical
geography:
human-land
interaction

SE1-Unit1
Getting through
Theme:
communication:
the challenge of
development;
new
technologies

SE1-Unit2
Once upon a time
Theme: traditions
and values:
unstable forms

SE2-Unit1
Signs of the time
Theme: social
change/progression

SE2-Unit5
News and tales
Theme: modes of
expression

SE3-Unit1

SE1-Unit4
Getting through
Theme:
technological
inventions

SE3-Unit5
Are we alone?
Theme
technological
inventions

SE2-Unit7
Science or
fiction?
Theme :
technological



Table2: Development course structure in SE1, SE2, SE3 textbooks

A fairly obvious finding displayed by the above table is that the designers opted for a

multifaceted approach coupled with an uneven distribution of instances of social science

orientation. Accordingly, we note that the cross-cultural and the global history/ integrative

world approaches predominate. Both approaches are implemented in the three textbooks

lthough unequally distributed. In the cross-cultural approach, the themes range from traditions

and values, modes of expression, and social change and progression. The global history/

integrative world approach has been used by the textbook designers to propose themes

Exploring the past
Theme: tradition
and values:
unstable forms

SE3-Unit4
Safety first
Theme: tradition
and values:
unstable forms

SE3-Unit3
Schools: different
and alike
Theme: tradition
and values:
unstable forms

SE3-Unit 6
Keep cool!
Theme: modes of
expression: ideas
and styles

inventions

Place
(Divide the
world into
specific regions,
and distinguish
among physical
characteristics
and human
populations)

SE1-Unit5
Back to nature
Theme:
environmental
issues: physical
geography:
human-land
interaction



ranging from scientific and medical innovations, news and tales, cooperation and

interdependence and fiction. Another important feature in the construction of the frame of

reference is the diversity of instances provided in the textbooks. As indicated in the table,

instances related to environmental issues, peace, ICT’s, story telling, and cooperation have

been the focus of the social science approaches to language learning in the Algerian School.

2-1-7 -Cognitive Processes in Secondary Education Textbooks

The typology of categories portrayed in the table below relate to the critical thinking

processes developed in the Algerian English Secondary School course as regards the use of

lower-level instruction.  The main focus is the investigation into the model chosen by the

designers; a model that organizes learning around didactic, reflective, and/or affective

strategies. Our corpus will be taken from unit one of every textbook.

Stratégies Techniques Question type Unit 1- Sequences
1-Didactic
dimension: Data
Gathering Strategy

-Lectures
(authority)

-Recitations (data
provider)

-Consultations
(adviser)

-Recall questions
-Comprehension
questions

Sequence1:
Listening and
Speaking
Anticipate p.4
Activities-1,2,3,4
Listen and Check
p.5
Activities 1,2,3
Read and Check p.9
Activities 1,2,3
Reading and
writing
Discover the
language p. 10
Activities 1,2,3,6,7,8
Developing Skills
Activities 1,2,3 p.12
Activities 1,2,5 p.14
Stop and Consider
Activities 1,2,3 p.18-
19
Activities 4 ,5,6p.20
Activities 8,9 p.23

2-Reflective
dimension:
Comparative and
Contrast Strategy

-Catalyst/questioner
(reasoning chain)
-Scientific inquirer
(inductive-

-Application
questions

-Analysis questions
-Synthesis questions

Listen and Check P;
5
Activities 4,5,6
Your turn p.7



deductive
reasoning)

Activities 1,2,3,4
Reading and
writing
Discover the
language P.10
Activities 4,5,6
Reading and
writing
Discover the
languagep.11
Activity9
Developing Skills
Activities3,4 p.14
Activities 6,7 p.14
Activities 1,2,3,5
p.16
Activities 1,2 p.17
Stop and Consider
Activity 7 p.22
Consolidation and
extension
Write it out
Activities 1, 2 p.24
Activity 3 p.25
Work it out
Activity 1 p.26
Activities 1, 2,3,4,5,6
p.27

3-Affective
dimension:
Drama Building
Strategy
(judgmental
questions: opinions,
preferences, beliefs
on a topic or issue)

-Dramatist actor
(Personal play
acting)

-Socialisation agent
(introducing
personal view
sources)
--Artistic
interpreter of
symbols
(approaching social
problems from
personal and
creative manner)

-Receiving
-Responding
-Valuing
-Organizing
-Characterizing
by a value
Complex

-From feelings to
Values

Say it in Writing
Activity p.7
Reading and
writing- Write it out
p.11
Developing Skills
p.12
Activity 4
Activity 4 p. 16
Activity 3 p. 17
Consolidation and
extension
Write it out
Activities 4, 5,6 p.24
Work it out
Activity 2 p.26

Table3- Lower-level Instruction in SE1 textbook

On the basis of the results depicted in the table above, it can be argued that the two

former strategies relating to the didactic and the reflective instructions are prominent in



SE1textbook. Indeed, both dimensions, the didactic and reflective instructions reflected

respectively in the data gathering strategy and the comparative and contrast strategy show 30

and 31 activities distributed among a diversity of sequences. In contrast, the affective strategy

represented by the drama-building strategy, seems to be minimized. We shall examine, in the

following table, the types of strategies related to higher-level instruction favoured by the

designers.

Strategies Techniques Unit 1- Sequences

1- Didactic dimension:
Frame-of-Reference-
Strategy

-Matching and Contrasting data

2-Reflective dimension:
Mystery Strategy

-Assemble and analyze incomplete
data to form hypotheses

Project
workshop p.28

3- Affective dimension:
Controversy Strategy
(judgmental questions:
develop and defend a
philosophy, a moral
code within divergent
feelings, nuances, and
ambivalence)

-Simulation Games
-Debates
-Panels
-Investigative Reporters
-Devil’s advocate/an agent
provocateur
(stimulates debates by switching sides
or taking unpopular positions)
- Mock Trials
-Social Science Researchers
-Poll Takers/Interviewers
-Councils/Committees/Policy makers
-Role-Reversals

Table4- Higher-level Instruction in SE1 textbook

The findings from the table above demonstrate the absence of the frame of reference

strategy which promotes the didactic instruction in higher-order skills in SE2 textbook, and

that of the controversy strategy used for the affective instruction. In contrast, the reflective

dimension is represented by the project workshop. The following table will concern didactic,

reflective and affective instances in relation to lower-level instruction displayed in SE2

textbook.



Strategies Techniques Unit 1- Sequences
1- Didactic dimension:
Data Gathering Strategy

-Lectures (authority)

-Recitations (data
provider)

-Consultations (adviser)

Discovering language
Before you read
Activities 1, 2, 3 p.16-17
After you read
Grammar desk p.17
Practice
Activities 1, 2, 3, 4 , 5 p.18-
19
Write it right
Activity 1 p.19
Say it loud and clear
Activities 1, 2, 3, 4 , p.20
Working with words
Activities 1, 2, p.21
Listening and speaking
Activities 1, 2,3 p.22
Reading and writing I
Activity 4 p.25
Activities 6,7 p.26
Reading and writing II
Activity  1,2,3,4  p.28

2-Reflective dimension:
Comparative and Contrast
Strategy

-Catalyst/questioner
(reasoning chain)
-Scientific inquirer
(inductive-deductive
reasoning)
(-Application
questions

-Analysis questions
-Synthesis questions)

Your turn p.23
Write it up p.23
Activities 1, 2p.24
Reading and writing I
Activities 5 p.25
Write it up
Activity 1 p.26
Activity 2 p.27
Reading and writing II
Activity 1 p.28
Putting things together p.30

3-Affective dimension:
Drama Building Strategy
(judgmental questions:
opinions, preferences, beliefs
on a topic or issue)

-Personal play acting
-Personal view sources
-Use of literary media,
artistic works that use
plot, character, images,
language, to express
appoint of view

Write it right
Activity 2 p.19
Write it up
Activities 3 p.24
Write it out p.29

Table5- Lower-level Instruction in SE2 textbook

Results from the table above, show that instances are distributed among the three types

of strategies. The distribution is similar to that of SE1 textbook.. The table which follows will

be concerned with higher-level instruction in SE2 textbook



Strategies Techniques Unit 1- Sequences

1- Didactic dimension:
Frame-of-Reference-
Strategy

-Matching and Contrasting data

2-Reflective dimension:
Mystery Strategy

-Assemble and analyse incomplete
data to form hypotheses

3-Affective dimension:
Controversy Strategy
(judgmental questions:
develop and defend a
philosophy, a moral
code within divergent
feelings, nuances, and
ambivalence)

-Simulation Games
-Debates
-Panels
-Investigative Reporters
-Devil’s advocate/an agent
provocateur
(stimulates debates by switching sides
or taking unpopular positions)
- Mock Trials
-Social Science Researchers
-Poll Takers/Interviewers
-Councils/Committees/Policymakers
-Role-Reversals

Table6- Higher-level Instruction in SE2 textbook

Unit One of SE2 textbook shows a similar orientation to SE1. We have noted a

complete neglect of The Higher-level Instruction. The following table will display lower-level

instances in SE3 textbook.

Strategies Techniques Unit 1- Sequences
1- Didactic dimension:
Data Gathering Strategy

-Lectures (authority)

-Recitations (data provider)

-Consultations (adviser)

Listen and consider
Getting started p.15
Let’s hear it
Activities 1, 2, 3, 4 p.16
Vocabulary explorer
Activities 1, 2, 3 p.18-19
Pronunciation and spelling
Activity 1 p.20
Read and consider
Getting started p.21
Taking a closer look p.21
Around the text
Grammar explorer I p.25
Activities 1, 2 p.23-24
Vocabulary explorer p.27
Activities 1,2,3,5
Pronunciation and spelling
p.28



Activity1
Research and report p.31
Activities 1,2
Listening and speaking
p.32-33
Activities 1,2,3
Reading and writing p.36
Activities 1,2,3
Reading and writing p.39
Task, Activity5

2-Reflective dimension:
Comparative and Contrast
Strategy

-Catalyst/questioner
(reasoning chain)
-Scientific inquirer
(inductive-deductive
reasoning)
(-Application
questions

-Analysis questions
-Synthesis questions)

Let’s hear it
Activities 5 p.17
Around the text
Grammar explorer Ip.17
Grammar explorer IIp.17-18
Activities  4 p.19
Think, pair, share p.20
Grammar explorer I p.25
Activities 3 p.24
Vocabulary explorer p.27
Activity 4
Pronunciation and spelling
p.28
Activities 2,3,4
Listening and speaking
p.32
Before you listen section:
Questions A,B,C,D
After listening p.34
Task
Reading and writing p.37-
38-39
Activities 2,3
After reading p.40
Activities 1,2

3-Affective dimension:
Drama Building Strategy
(judgmental questions:
opinions, preferences,
beliefs on a topic or issue)

-Personal play acting

-Personal view sources
--Use of literary media,
artistic works that use plot,
character, images,
language, to express a point
of view

Reading and writing p.36
Activity 4
Writing development p.40
Activities 1,2,3,4,5
Project outcome p.42

Table7- Lower-level Instruction in SE3 textbook

On the basis of the results depicted in the table above, we have evidence of the

distribution of instances related to lower level instruction, among the three strategies. The



figure shows, however, an unequal frequency distribution. The didactic and the reflective

dimensions show prominence over the affective strategy. Table 6 will show instances of

higher-order skills diplayed in SE3 textbook.

Strategies Techniques Unit 1- Sequences

1- Didactic dimension:
Frame-of-Reference-
Strategy

-Matching and Contrasting data Think, pair, share
p.29
Activities 1,2,3,4
Say it in writing p.34-
35

2- Reflective
dimension:
Mystery Strategy

-Assemble and analyze incomplete
data to form hypotheses

3- Affective dimension:
Controversy Strategy
((judgmental questions:
develop and defend a
philosophy, a moral
code within divergent
feelings, nuances, and
ambivalence

-Simulation Games
-Debates
-Panels
-Investigative Reporters
- Devil’s advocate/an agent
provocateur
(stimulates debates by switching sides
or taking unpopular positions)
- Mock Trials
-Social Science Researchers
-Poll Takers/Interviewers
-Councils/Committees/Policy makers
-Role-Reversals

Table-8- Higher-level Instruction in SE3 textbook

On the basis of the findings of the table above, there are certain observations that can

be made about the use of higher-order instruction in SE3. As indicated in the figure, little

attention is given to the didactic dimension whereas the reflective and the affective strategies

are completely neglected.

SE3 textbook: Unit 2 /Ill Gotten Gains Never Prosper (writing a charter of ethics)

Strategies Techniques Unit 2-Sequences
1- Didactic dimension:
Data Gathering Strategy

-Lectures (authority)

-Recitations (data provider)

Let’s hear it p.47
Taking a closer look p.54
Activity1
Vocabulary explorer p.57



-Consultations (adviser) Activity1
Pronunciation and spelling
p.57
Activity1
As you  read p.66
Activities 1, 2

2-Reflective dimension:
Comparative and Contrast
Strategy

-Catalyst/questioner
(reasoning chain)
-Scientific inquirer
(inductive-deductive
reasoning)

(-Application
questions

-Analysis questions
-Synthesis questions)

Around the text p.47-48-49-
50
Grammar explorer I
Task
Grammar explorer II
Task
Activities 1,2
Grammar explorer III
Task
Vocabulary explorer p.50
Activities 1,2
Pronunciation and spelling
p.51
Task
Read and consider p.53
Activities 1,3,4,5
Grammar explorer I p.55
Activities 1,2,3
Grammar explorer II p.56
Task
Vocabulary explorer p.57
Activities 2,3,4
After reading p.68
Activities 1, 2,3
Let’s hear it
Activities 5 p.17
Around the text
Grammar explorer Ip.17
Grammar explorer IIp.17-18
Activities  4 p.19

3-Affective dimension:
Drama Building Strategy
(judgmental questions:
opinions, preferences,
beliefs on a topic or issue)

-Personal play acting

-Personal view sources
--Use of literary media,
artistic works that use plot,
character, images,
language, to express a point
of view

Listen and consider p.46
Getting started
Activities1,2
Read and consider p.53
Activities 2,6
Research and report p.60
Activities1,1,2
Before listening p.61
Activities1,2,3,4,5
After listening p.63
task
Before reading p. 65
Activities1,2,3,4
Writing development p.69



Activities1,2,3,4
Writing a charter of ethics
p.71

Table9-Lower-level Instruction

Results in the table above display instances of lower-level instruction which are

distributed among the three categories. The reflective and the affective dimensions seems to

be preferred above the didactic strategy  which closes up the list.

Strategies Techniques Unit 1- Sequences

1- Didactic dimension:
Frame-of-Reference-
Strategy

-Matching and Contrasting data

2-Reflective dimension:
Mystery Strategy

-Assemble and analyse incomplete
data to form hypotheses

Think, pair, share
p.52
Activities1,2,3,4
Think, pair, share
p.58
Activities1,2,3

3-Affective dimension:
Controversy Strategy
((judgmental
questions:develop and
defend a philosophy, a
moral code within
divergent feelings,
nuances,and
ambivalence

-Simulation Games

-Debates

-Panels
-Investigative Reporters
-Devil’s advocate/an agent
provocateur
(stimulates debates by switching sides
or taking unpopular positions)
- Mock Trials
-Social Science Researchers
-Poll Takers/Interviewers
-Councils/Committees/Policymakers
-Role-Reversals

As you listen p.62
Activities1,2
Say it in writing p.64
Activities1,2,3,4

Table10-Higher-level Instruction

As indicated in the table above, instances of higher-level instruction are minimized in

unit 2 of SE3 textbook. As is the case in lower-level instruction, the didactic dimension has

received no attention. The other notable feature is that the two remaining dimensions are



reduced to the minimum. Activities related to the reflective strategy are concentrated on a

single sub-section, and those demonstrating affective interactions are limited to one

technique: debates.

Results in number: a synthesis

1- Lower-level Instruction in SE1-SE2-SE3 textbooks

Lower-level Instruction SE1 SE2 SE3 Total
Nb

%

Didactic dimension 3
0

2
6

2
7

8
3

4
8,53

Reflective dimension 3
2

0
9

1
9

6
0

3
5,08

Affective dimension 1
2

0
3

0
7

2
2

1
2,86

Total number 7
4

3
8

5
3

1
65

9
6,47

2- Higher-level Instruction in SE1-SE2-SE3 textbooks

Higher-level Instruction SE1 SE2 SE3 Total
Nb

%

Didactic dimension 0
0

0
0

0
5

0
5

0
2,92

Reflective dimension 0
1

0
0

0
0

0
1

0
0,58

Affective dimension 0
0

0
0

0
0

0
0

0
0

Total number 0
1

0
0

0
5

0
6

0
3,50

Total number : Lower+Higher-level
Instruction

7
5

3
8

5
8

1
71

1
00

Lower-level Instruction in unit 2 / SE3 textbook

Lower-level Instruction SE3 %

Didactic dimension 11 15,70

Reflective dimension 26 37,14

Affective dimension 21 30

Total number 58 82,85



Higher-Level Instruction in unit 2 / SE3 textbook
Higher-level Instruction SE3 %

Didactic dimension 00 00

Reflective dimension 07 10

Affective dimension 05 07,14

Total number 12 17,14

Total number : Lower +Higher-
level Instruction

70 (58+12) 100 (82,85+17,14)

2-1-8- The place of the Social Sciences Paradigm in the Algerian  English Language
Secondary Education

Results from our analysis of the secondary school textbooks call for certain

observations. The first remark which draws attention lies in the organisation scheme chosen

by the textbook designers, a scheme which presents a fusion of social studies approaches

when dealing with the broad areas of learning based on theme, time/chronology, and place.

The geographic, international relations, cross-cultural, and integrative world/global

history approaches have been used in combination to organise the content of the textbooks.

This eclectic approach to social studies, which combines three types of goals and four

dimensions in the Algerian English Language syllabi and textbooks, shows, however, an

imperfect balance among the four categories in terms of approach, and among the three

categories in terms of course structure.

The organisation of Secondary School English Language Course content in terms of

the concept of theme represents only 17, 64 % whereas the content organisation around time

or chronology is close to 76, 47%. Concerning the content organisation around place, it turns

around 14, 28%. Taken as a whole, this three-part developmental course conception functions

as a guide for syllabus and textbook organisational choices. It is to be observed, however, that



no balance is achieved among these dimensions. Chronology has received greater attention; it

represents the dominant direction for the course.

Regarding the use of the social sciences alternative approaches to the broad areas of

learning in the textbooks, we note a similar unbalanced course contents structure. The

geographic and the international relations approaches, for example, show only 11, 77% each.

The cross-cultural approach, for its part, becomes prominent with 47, 05%. The integrative or

global history approach, for its part, reaches only 29, 41%.

There are certain observations that can be made about the distribution of course

contents presented in the three textbooks. Clearly, among the approaches used in the course

content organisation, the cross-cultural approach is more prevalent. The amount of content

presented through this approach is observed to be nearly half of the whole. The percentage of

cross-cultural material is noticeably given more significance in the textbooks. Themes such as

progression and regression in social change which show negative or positive changes in

society, stable and unstable forms of traditions and values, ideas and styles as modes of

expression, are given prominence over other themes in the textbooks. This choice in textbook

design shows definitely the cross-cultural orientation of the textbooks orientation.

By supporting the cross-cultural approach to broad areas of learning, the textbook

designers give favour to the construction of learners’ openness to the world through

comparisons of world peoples’ values, traditions, customs, ideas, literary views and artistic

achievements. According to Jack Zevin (2000:214) “Cross-cultural approaches are organised

around concepts or themes that invite immediate and direct comparisons of institutions,

traditions (…)”. It is widely believed that these approaches  are ideally suited to help students

understand that many common problems have been solved quite differently by people around

the globe. Further, a cross-cultural view encourages students to look at developments, from

the perspective of other cultures as well as their own. This helps learners constuct their feeling



of respect for the difference and for tolerance. In this light, the Québec education program

(2004: 463) states:  “Young people develop their understanding of the world by sharing

different views and by comparing representations and beliefs. They identify the similarities,

differences, and tensions that emerge from this diversity. They verbalize personal opinions,

feelings and impressions in a spirit of sharing and cooperation.”

Values, traditions, customs, ideas, literary views and artistic achievements reflect

peoples’ realities and everyday situations that directly affect human relationships. These

realities and life situations are part of the broad areas of learning that represent issues for

interactions between learners who are given opportunities for reflection on the nature and

forms of values, traditions, prohibitions, customs, rights, and rules of conduct from a diversity

of cultures. By comparing and contrasting life situations and representations from different

groups, learners gain awareness of moral references necessary for reflection and construct

their own frame of moral reference.

Teaching broad areas of learning by, first, organising a balanced contents framework

as suggested above represents a starting point for the acquisition of the ethical competence.

This first step helps learners to put life situations and moral references into perspective to

identify their characteristics and their relationships with one another and to understand their

relative meaning and validity with reference to a diversity of contexts of use.

A comparative thematic unit triggers learners’ thought and generates hypotheses as the

result of why and how questions on human behaviours and attitudes which are “shaped by

political, social, cultural, economic, emotional, and aesthetic needs” (ibid 216).

2-1-9- Cognitive Learning Processes in Secondary Education

Before starting to discuss the results of our analysis; it is worth noting that the

development of the ethical competence is carried out through the use of lower and higher-

level instructions which pass through the acquisition of three sub-competencies: (1) the



construction of a moral frame of reference, (2) a reflective position on ethical issues, and

(3) an engagement in moral dialogue The first sub-competency is developed by the didactic

strategy, the second sub-competency by the reflective strategy, and the third sub-competency

related to moral dialogue is developed by the affective strategy.

1- A moral frame of reference is constructed from life situations and moral

references which are put into perspective in the course. In this way, moral values, beliefs,

customs, social precepts are identified and distinguished from one another, and differences

and similarities of opinions and viewpoints are highlighted.

2- A reflective position on ethical issues is taken by identifying and deliberating on

elements of moral reference (moral or ethical problems). Opinions and viewpoints are

compared, and values, moral precepts and beliefs are questioned in relation to their effects on

community life. This reflective attitude is carried out through questioning, analysis, reflection,

and action. The latter constitutes the final step of reflection on the part of the learners who try

to distinguish between emotional and rational reasons, using scientific criteria, in the

various options proposed by themselves and others.

The possibility of expressing their opinions, making choices, and learning to justify them and
assess their consequences help students to develop their autonomy. Similarly, contact with
ethnic and cultural diversity can make them realize that they are part of a community and help
them to take their place in that community while affirming their own values in a spirit of
respect for differences.(Québec Education Program (2004:6)

In sum, learning English develops learrners’ analytical skills and helps them construct

their identity by the a process of integration.

3-The engagement in moral dialogue is based on rules of conduct which contribute

to exchanges, diversity of viewpoints, acceptance of differences and finally to openness and

concern for others.

To conclude, we observe that the distribution of the didactic, the reflective, and the

affective dimensions in the lower-level instruction, (Unit one in SE1, SE2, SE3 textbooks), is



not well balanced. It gives the highest percentage to the didactic aspect which comes close to

50% matching the total number of that of the percentage of the reflective, and the affective

dimensions which represent respectively 35, 08% and 12, 86%. In the higher-level instruction,

it represents respectively 02, 92%, 00, 58%, and 00%. The results sorted out from our analysis

show that:

(1) The Secondary School English Language Course contains elements of three dimensions
in the lower-level instruction whereas the use of the higher-level instruction is completely
neglected in its two first dimensions on the one hand, and lacks completely the affective
dimension on the other.

(2) The whole course is given direction by an overall purpose that stresses a didactic goal.

(3) The affective dimension is not given prominence when compared to the didactic and
reflective dimensions, as it reaches only 12,86% for lower-level skills, and 00% for the
higher-level skills.

2-SE3 Unit Two (Ill gotten gains never prosper)

The results reveal that lower-level instruction takes the lion share as it represents 82,

85% of the whole unit whereas only 17, 14% are devoted to the higher-level instruction. The

results sorted out from our analysis show that:

(1) The course contains elements of three dimensions in the lower-level instruction whereas
the use of the higher-level instruction is completely absent in its didactic dimension, and
devotes little importance to the reflective and affective dimensions.

(2) The general purpose of the whole course takes a reflective direction (47, 28%).

(3) The affective dimension which gets a percentage of 30%is not neglected but takes the
second rank after the reflective dimension.

This three-part conception functions as a basis for syllabus and textbook designers to

guide their planning for their choices as regards the educational policy. In the programme

d’Anglais deuxième langue étrangère 2AS, (2005 :3), for instance, designers stressed the

importance of the didactic, the reflective and the affective purposes in the following terms :

L’enseignement de l’anglais implique, non seulement l’acquisition de compétences
linguistiques et de communication, mais également de compétences transversales d’ordre
methodologiques/technologiques culturel, social chez l’élève telles que le développement
d’un esprit critique et d’analyse, l’attachement à nos valeurs nationales, le respect des



valeurs universelles basées sur le respect de soi et d’autrui, la tolérance et l’ouverture sur
le monde.

Lower and higher-level instructions, with their three-part approach (the didactic, the

reflective, and the affective dimensions), aim precisely at the educational goal mentioned

above  in the SE2 syllabus: the didactic dimension for the linguistic and communicative

competencies (competences linguistiques et de communication), the reflective dimension

for critical thinking and reasoning skills (esprit critique et d’analyse), the affective

dimension for ethical and policy-making orientation, examination of values and beliefs

(l’attachement à nos valeurs nationales, le respect des valeurs universelles basées sur le

respect de soi et d’autrui, la tolérance et l’ouverture).

The results of the textbooks analysis show that the designers choices that favour the

acquisition of a frame of reference of knowledge, values, and beliefs without giving due

concern to the higher-level instruction which construct learners’ critical thinking and ethical

competence through “divergent feelings, nuances, and ambivalence” (Zevin, 2000:84). Our

second remark lies in the fact that, except for the SE2 textbook specific unit devoted to ethics

(unit two); the affective goal which constructs the ethical competence is subsumed to the

major goals represented by the didactic and the reflective dimensions. The course direction

seems to support Jerome Bruner’s two first dominant models of modern pedagogy used to

teach students to learn through example and demonstration and from didactic exposure

through which facts, principles, and rules are given for application. The two other models

which see learners as thinking agents who use intersubjective exchange, discussion and

collaboration, in relation to their experience, and the world, and who make a distinction

between personal knowledge and the objective knowledge, are underestimated. In other terms,

designers supported the indoctrination phase under its two corollaries: the behavioural and

the didactic values. The character education constructed under critical thinking by

considering reasons and evidence for or against propositions takes a minor role in the



textbooks. In brief, let’s quote Robert D. Heslep (1989: 9-10) who resumes civic education in

the following words:

Citizenship involves civic consciousness which is the allegiance of the individual citizen to
the state. Civic consciousness ‘refers to positive and meaningful attachments a person
develops to the nation-state (…) It involves elements of reason and self criticism as well as
personal commitment. In a democracy, civic consciousness embodies certain values: equality
of opportunity, individual freedom, ‘transcendental’ social forms, a sense of collective
obligation, and collective problem-solving that is motivated by a sense of  moral
responsibility for the collective well being’. The political role of education in the democratic
state, then, necessarily includes civic education.

The quotation above supplements an important dimension of constructivism in ethical

education:  positive and meaningful attachments a person develops to the nation-state;

‘transcendental’ social forms, a sense of collective obligation, and collective problem-solving

that is motivated by a sense of moral responsibility for the collective well being. Louis V.

Gerstner, Jr et al (1994:222) call this community service. In the same line of thought, John

Dewey believes that the purpose of education is to create in ourselves and in our students “the

capacity for associative living” (Judith A. Ramaley, 2000: 12). Emile Durkheim shares the

same conception of moral education with some reserve concerning the procedure, however,

when he states: “To learn the love of collective life, we must live it, not only in our minds and

imaginations, but in reality.” (In B.R.Cosin  1972:203). For more explanation of his moral

conception of education, he adds:

For morality to have a sound basis, the citizen must have an inclination toward collective life.
It is only on this condition that he can become attached, as he should, to collective aims that
are moral aims par excellence. This does not happen automatically; above all, this inclination
toward collective life can only become strong enough to shape behaviour by the most
continuous practice. To appreciate social life to the point where one cannot do without it, one
must have developed the habit of acting and thinking in common. (in B.R. Cosin,  1972:205 -
206).

In brief, activism in this sense is nothing more than students taking an active role in

their own learning and doing in contexts within and outside the classroom. It is experiential

and cooperative learning; This represents one among the major principles of constructivism; a



principle that develops learners’ autonomy. In this respect, William Damon (2004 in Stanford

Encyclopaedia of Philosophy, (2007:18) states that this educational procedure plays a

predominent role in moral education by the fact that it engages students directly in action,

with subsequent opportunities for reflection.

Piaget (1973:130) himself highlights the insufficient aspect of the indoctrination phase

in moral education. For him, a descriptive approach to civic education which is restricted to

the different workings of national institutions leave learners relatively indifferent , in spite of

the eloquence or good will of the teacher. He is convinced that a civic education programme

which is not rooted in learners’ social experience to support them  will come to naught.

Dewey, too, insisted on the importance of preparing students for democratic citizenship by

aiming education at developing the moral character of students and their “mental

equipment” to develop civic character. To this end, he proposes a two-phase procedure

including: (1) a cognitive level and (2) a technical level.

The former level refers to critical inquiry, a student-centered approach through which

knowledge and instruction arise out of the learners’ experiences and interests; a level in which

one needs reflective thinking to participate in procedures that require perspectivism when

examining the nation’s principles and practices to see whether those practices  are in harmony

with those principles: to judge values, standards, and beliefs critically. The latter level refers

to service learning (experiential education/activist civic education) learning through doing.

Dewey believes that putting students into the community-at-large is linking student’s

classroom instruction with real-world experiences found in their communities. This could be

countered by immersing students in “the spirit of service,” especially by learning about the

various occupations within their communities.” (Cited in Stanford Encyclopaedia of

Philosophy 2007:18)



It is specifically this “spirit of service,”which lacks in the Algerian syllabi and

textbooks. It could be introduced by expanding the syllabi to organized visits to the world of

work outside school (to get students out into the local communities, to explore the

occupations, ways of life, and habits of residence). This aspect of civil service could suit

project work activities and stimulate students who will get rid of the assembling and

paraphrasing of large amounts of information from internet sources. If project work refers to

research hypotheses and if enough guidance and organization are provided by the schools,

learners will undoubtedly count on their didactic, reflective and affective capacities for

personal productions . On these bases, activities seen in the community could serve as

learning objectives related directly to students’ syllabi “to become intimately familiar with

physical, historical, occupational, and economic conditions that could be used as educational

resources” (Dewey 1938, 40). In the same vein, Gerstner (1994:222) declares: “Schools can

also reinforce parents and community by requiring that their students perform school and

community service. (The options are limitless: working in day-care centers, old people’s

homes, hospitals, rehabilitation centers, other schools (…) It makes the student a better

person. It is a form of character education. (Ibid)

This challenge demands the involvement of other social institutions and persons in

character education; a social environment which secures the full use of intelligence in the

process of forming habits. But the first step for democratic education starts from school itself

as a community (Dewey, Durkheim, Piaget). Dewey believes in a democratic culture within

the school. He says: “Students learn much more from the way a school is run”, comments

Theodore Sizer, “and the best way to teach values is when the school is a living example of

the values to be taught” (1984: 120) (cited in Stanford Encyclopedia of Philosophy 2007:19)



Dewey thought of schools as “embryo communities” (1915:174), “institutions in

which the child is, for the time…a member of a community life he feels that he participates,

and to which he contributes” (cited in Stanford encyclopaedia of philosophy 2007:20).

Unfortunately, “ what is surprising is that so little democracy takes place in schools

and that those who spend the most time in schools have the least opportunity to experience it”

(cited in Stanford Encyclopaedia of Philosophy 2007:20). This moral “apprenticeship”, in  a

class which he considers “a small society”, in the words of Durkheim (in B. R. Cosin, 1972:

200), is brought to the fore by Piaget (ibid) in  the following question:

Is it to graft such training onto the experience of self –government in the school so that the
child knows by experience that an executive committee , a general assembly , and a court are ,
and can be interested in analogous institutions at a level he could never imagine without such
analogies ? We even maintain that if it should be necessary to sacrifice the teaching of “civic
instruction” to the practice of self –government, the latter would produce better citizens than
the finest.

This vision of ethical education is widely shared today because of the proven

inefficiency of the didactic strategy as a traditional option for moral education. The didactic

educational strategy does not offer learners the opportunity to experience life in its diversity.

“Apprenticeship” which helps learners to understand analogies is close to the constructivist

principle of “learning by doing” imbedded in experiencial learning dear to Dewey. The main

emphasis in the constructivist position is on the acquisition of skills of analysis than factual

information; critical analysis which leads to the promotion of value position  acknowledging a

democratic basis for social interaction.



Chapter Three: Constructing Learners’Identity:
The Intellectual Competency in the Algerian School
The Frame of Reference: Broad Areas of Learning

Introduction:

We have attempted, in Chapter One and Chapter Two to shed light on the type of

educational policy vehicled by the Algerian Educational Reform in EFL to construct learners’

personal and social competencies. We have examined a sample of the new syllabi and

textbooks whose aim is to support the reform. It interests us to bring evidence about the

procedures used to construct Algerian learners’ identity and ethical competence for the sake

of building the new Algerian citizen of the twenty first century; a citizen capable of

developing his autonomy to adapt to perpetual societal changes. The present chapter

examines another significant aspect of the syllabi and textbooks to sustain the reform:

interdisciplinary dimension in EFL education. It is widely believed that the construction of

personal and social competencies derives from the interdisciplinary syllabi  and textbooks.

Because it represents one of the main features of a syllabi, the interdisciplinary dimension

plays a major role in the implementation of constructivism in the classroom. It integrates

learners in an educational perspective that goes beyond school.

In their book, In Search of Understanding, A Case for a Constructivist Classroom,

Jacqueline Grellon Brooks and Martinet G. Brooks (1993) refer to the aspect of

interdisciplinary curriculum, at its content and process levels, as a principle of a constructivist

classroom practice. At the former level the principle reads: “Structure learning around

essential concepts”. Essential concepts are also referred to as “whole” or “big ideas” or “broad

areas of learning” from which learners can build meaningful knowledge by breaking up the

wholes into parts to understand the wholes, and encounter problem solving situations. At the

process level, another principle reads: “Be aware that students’ points of view are windows



into their reasoning”. Brooks and Brooks relate constructivist practice to the use of

intellectual competencies and learners’ motivation and involvement.

Broad areas of learning are being taught within interdisciplinary curricular which are

directly related to society and self. A broad area of learning can take various forms. It can be

an issue, a problem, region, time period, institution, idea; in other terms, a broad area of

learning should raise a question that is too broad for any discipline alone to answer fully

(Newell, 1994). They have various advantages. First, time and content are less fragmented as

learning is tackled in larger blocks; learners spend more time looking at topics in depth.

Second, they promote metacognitive awareness and offer more opportunities for reflection

and cognitive linkages. The alternatives in this respect become more obvious if we consider

that “wholes” provide the needed patterns and connections for more complex reasoning by

engaging knowledge, strategies, and competencies that transcend the boundaries of

disciplines.

This investigation into the interdisciplinary aspect of syllabi and textbooks will be

conducted through syllabi and textbooks analysis. The educational system prior to the reform

was subject to much criticism because of its emphasis on content procedure rather than on

process and competencies. Among the problems identified in the sphere of education are the

low rate of school retention, the lack of opportunity for schools to adapt to local needs, and

more importantly, the mismatch between schooling and the labour market.

Our aim in chapters three and four is to show the extent to which the Algerian English

syllabi and textbooks reflect an interdisciplinary dimension. Considered as one of the major

features of the interdisciplinary dimension in a constructivist oriented syllabi, the broad areas

of learning will be the object of our study in chapter three. We shall attempt to clear the

ground for the perspective traced to this constructivist predominent feature. The next focus of

attention, after reviewing the theoretical view on curriculum approaches, leads up to a



detailled syllabi and textbook analysis to through a new light on the use of broad areas of

learning in the syllabi and textbooks. We have restricted our choice to Spotlight on English

Book Three of the Middle School, and Getting Through of the Secondary Education, as they

represent two transitional courses towards the BEM and the BAC exams, respectively.

It is now commonly acknowledged by specialists in education that the emphasis put

on the formation of qualified individuals requires a new conception of teaching / learning

which is less directed towards the acquisition of knowledge. This assumption serves to prove

the significance of the new orientation of the educational system whose objective is to form

learners’ openness to the world. The goal of the constructivist perspective is directed more

towards the improvement of the capacity of every individual to be able to adapt to new

situations, and respond to new requests. This need for a new conception of education explains

the three main levels of the Algerian 2002 reform in which three axes of intervention in the

field of education can be distinguished (Sobhi Tawil, 2006:36):

1-The renewal of the curricula, the textbooks and other teaching materials
2-The qualification and the motivation of teachers through teacher development
3- The reorganisation of the duration and dies of teaching and training.

The transformation of the teaching/learning process embedded in the first axis of

intervention cited above represents one essential facet of the reform. It aims to improve the

relevance and quality of education, and to express a new vision of education rooted in

constructivism and the competency-based approach. It places learners in the centre of

learning. Accordingly, the school should no more be considered as an end in itself but as the

best means to equip learners with competencies for life outside the school walls.

In short, what is expected is radically different from the goals set for traditional

approches to language learning: the acquisition of the linguistic competence. The alternatives

in this respect become obvious if we consider that the world is marked by exponential growth

of information, constant change, and interdependent problems. The need results in an



imperative drive for schools to turn out autonomous people, capable of adapting themselves to

the new societal changes. In this respect, there is a particular reason to expect schools to

accommodate to new axes in the development of learners’ profile, namely, globalisation,

information explosion, rapid technological development, and social life complexity. Once we

accept this, everything else falls into place. This shift in education objectives imposes,

therefore upon school, a threefold mission:

-Providing knowledge
-Socializing learners so that they construct their identity, and construct a worldview
-Equipping learners with competencies to help them face a rapidly changing world.

Methodological skills, because used within a traditional approach in schools, prove to

be out of track as regards the new objectives of the reform and the constructivist pedagogical

orientation. The belief is that learning should be integrative and evolve around complex

problems that reflect real life contexts, to permit learners practise problem-solving situations

and make the right connections. No less significant for the construction of learners’ autonomy

is the development of cross-curricular competencies which accompany learners’ shift in their

new profile. The best manifestations of these competencies are undoubtedly learners’

capacities to meet the challenge of encountering complexities of the world. These key

competencies are synthesised by the Quebec education program in four major types:

- Intellectual competencies
- Methodological competencies
- Personal and social competencies
- Communication-related competencies (2000: 33)

Another characteristic element of these key competencies is that, because they are from

generic nature, they represent prerequisites in various subject areas. From the foregoing, it is,

we think, apparent that this interdisciplinary feature becomes one of the most penetrating

element in any constructivist oriented educational reform. It is interesting at this point to refer

to Jean Piaget (1973:33), who asserts:  “The result for education is that an increasingly large



place must be reserved for new points of view-interdisciplinary by nature-like those that are

being developed today by psycholinguistics, decision theory, economy, psychology,

sociology, etc.” Clearly, his belief is that developing cross-curricular competencies in

learners, on the basis of “big concepts”/  “broad areas of learning”, to help them shift to a new

profile of autonomous learners, should be the major goal of any educational policy.

It is our intention, in chapter three, to examine the idea that learners must be put within

a learning environment, in and outside the classroom; an environment that allows them to

generate and test their hypotheses when exposed to a problem situation.

3-1- Review of the literature

3-1-1 Approaches to Curriculum Design

As already mentioned in the introduction, there are claims that there exists a close

correspondence between the Algerian education policy in English language learning, and the

learner-driven approach. To understand this relationship, one feels the need to shed light on

the specificities of every approach to curriculum., because, as Amy Prevedel

(http:www.ncall.net/?id=202) states: “Everyone who chooses or creates curriculum needs to

develop a personal philosophy of teaching and learning, examine the values and beliefs

behind that philosophy, and design or select a curriculum that those beliefs and values (…)

their choices will convey to students a particular world view”. The author classifies curricula

into three main approaches:

(1) The Traditional Approach,
(2) The Learner-Driven Approach,
(3) The Critical Approach.

The Traditional approach was the result of Ralph Tyler’s contribution to curriculum

design. When he published his “Basic Principles of Curriculum and Instruction” in 1949,

Tyler gave a subject-centered orientation to curriculum development which shows a

predetermined content organized in units which follow a linear and cumulative process. In

www.ncall.net/


this traditional model, the learner plays a passive role of knowledge- receiver from the expert,

the teacher who deposits knowledge    and controls what is taught and when.

The Learner-Driven Approach emanated from adult education theory held by Malcolm

Knowles who considers that education should adopt a process built on “a life-centered, task-

based, or problem-centered orientation to learning”. (1984). Amy Prevedel states that

Learner-driven approaches draw upon constructivism; a learning theory which states:

People learn when they relate new information and skills to what they already know, actively
practice the new information and skills in a supportive environment, and get feedback on their
performance. Learners construct their own understanding from what they are exposed to in
the classroom and what they have experienced in the rest of their lives (Cromley 2000: 10)
claims

This assumption highlights the use of language in socio-cultural contexts in classroom

practices and involves activities and materials that come out of real-life situations for the

purpose of skill learning. It denotes quite accurately the direct link between in-class practices

and learners’ requirement for competencies outside the classroom. In much the same way,

Marilyn Gillespie (2002) states that learning starts from learners’ interactive classroom

practice of immediate daily life needs which appeal to the use of appropriate skills and

strategies.

The third approach called “The Critical Approach” views education within a political

scope. This approach, pioneered by Paolo Freire (1985), promotes socially critical

consciousness via students critical thinking. It is grounded in the social justice movement.

a- Interdisciplinary Curriculum: A general scope

Interdisciplinary curriculum is situated within the scope of the Learner-Driven Approach

and grounded in Integrative Education and constructivism. The Dictionary of Education

defines Interdisciplinary curriculum as “an organization which cuts across subject-matter lines

to focus upon comprehensive life problems or broad-based areas of study that brings together

the various segments of the curriculum into meaningful association” (Good 1973). Jacobs



(1989: 8), a specialist in interdisciplinary curriculum, explicates further the approach and

defines it as: “a knowledge view of curriculum approach that consciously applies

methodology and language from more than one discipline to examine theme, issue, problem,

topic, or experience”. Almost the same view is expressed by Everett (in K, Lake, 1994),  who

perceives interdisciplinary curriculum as an active project that combines several subjects into

one; a project presented in the way a  subject is encountered in the real world.

Davis (1995: 4), for his part,  defines interdisciplinary courses as “involving the subject

matter and faculty expertise of two (usually) more disciplines or professional specialisations”.

For him, the most significant characteristic of an interdisciplinary course lies in the degree of

synthesis involved. He writes (Ibid: 5):  “ interdisciplinary courses involve efforts, at least to

some degree, to bring mutual integration or organizing concepts and methodologies … what

Piaget referred to as a reciprocal assimilation among the participating disciplines”.

Scott (1979: 307)widely  believes that combining two or more existing disciplines

might result in a new discipline. He writes that interdisciplinary means: “the mingling of

several disciplines traditionally distinct in such a way as to create a unified product: a course,

a paper, or even a curriculum. If the result is substantial and gains wide acceptance, a fresh

discipline may be established.”

Kockelmans (1979: 141) describes a much more purposeful relationship between an

interdisciplinary effort and the emergence of a new discipline. He writes: “Interdisciplinarians

attempt to develop new research fields that eventually will lead to new disciplines.” Slightly

different from Kockelmans, White (1981: 6) stresses more the learning context and process

rather than the content. He explains: “Interdisciplinariy depends not so much on the existence

of several disciplines as it depends on the existence of a point of view toward the subject

matter and toward knowledge in general. It is not so much the content as it is the context and

the mode of teaching.” Context is central in defining interdisciplinary since “subjects or



disciplines are not the focus ( of  interdisciplinary studies)… instead, a theme, rather than a

specific body of knowledge or technique, becomes the focus (…) The curriculum is centered

on major ideas, social topics, specific issues, cultural periods, institutions, and other themes,

problems, or topics” (Glasgow, 1997: xxv).

By and large, the conclusion to which we are led with regard to the detailled analysis of

the definitions given above denotes quite accurately three consistent directions taken by the

interdisciplinary aspect of knowledge in general. One notable feature refers to contents which

range from the combination of varioud subjects or disciplines to lead to a new discipline, to

the degree of synthesis involved in the combination of disciplines. The second best

manifestation lies in the context which revolves around “big ideas/broad areas of learning”.

The third powerful direction is illustrated by the notion of process or the mode of teaching.

b- Types of Interdisciplinary Curriculum

An interdisciplinary Curriculum/syllabus is differently termed in literature:

Interdisciplinary, core, fusion, integrated, cross-disciplinary, correlated, integrative, trans-

disciplinary. Defining each term is hard and can lead to confusion. This multitude of labels

shows the difficulty for theorists to arrive at a consensus when trying to define with precision

the interdisciplinary curriculum. In order to understand the full impact of the interdiciplinary

dimension, we must review the various definitions provided in the literature.

-Integrated

The term “integrated” is frequently used in conjunction with interdisciplinary. For

Glasgow (1997: xxwxxvi), this term means something narrower in scope than

interdisciplinary. His definition restricts the term integrated to what happens within a given

discipline, for example, “when sub-disciplines or related subjects are combined in a problem

or problems and each is considered in the curriculum”. In the same perspective, Shoemaker

(1989, cited in Lake Kathy 1994: 5) defines integration as:



Education that is organized in such a way that it cuts across subject matter lines, bringing
together various aspects of the curriculum into meaningful association to focus upon broad
areas of study. It views learning and teaching in a holistic way and reflects the real world,
which is interactive.

-Cross-disciplinary

Klein (1990: 4) writes that cross-disciplinary “refers to efforts to view one discipline

from the perspective of another, often subordinating the phenomena from one discipline to

another, as in the physics of music”. This perspective, which does not generate a new subject

or paradigm as may often happen in interdisciplinary learning, is closer to Glasgow’s vision

of interdisciplinary curriculum. Another major aspect of cross-disciplinarity lies in its

outcome. According to Kockelmans (1979: 140), “inter-disciplinarians are people who

attempt to tackle problems and issues that cannot be properly defined and solved within the

boundaries of any given discipline.”

Scott (1979: 308) considers, however, that this interdisciplinary vision of a

curriculum remains a false issue as many educators often see no difference between cross-

disciplinary and interdisciplinary terms as they are frequently use as synonyms.

-Trans-disciplinary

Transdisciplinay reveals a concept broader than interdisciplinary; it suggests themes and

issues that cross over disciplines. As Kockelmans (1979: 145), observes:

It (…) attempt(s) to bring about an all-encompassing framework of meaning, valid either for
all sciences or at least for all sciences concerned with man (…) a necessary condition for
making integration of insights gained in isolated disciplines and interdisciplines possible, and
for restoring a uniform conception of the world.

What should be noted, however, is that the concept of transdisciplinarity does not

include problem- solving, even though as White 1981 :23) states  the problems of life are all

transdisciplinary, only the problems of specialists are specialised”.



-Multidiscipliary

Interdisciplinary and crossdisciplinary notions are dissimilar to each another. The

former involves some degree of synthesis between two or more disciplines and may well

generate a new discipline as an outcome, whereas the latter has a limited notion of synthesis

which makes it difficult to lead to a new discipline.  Multidisciplinary, for its part, means a

synthesis of the two concepts above; it combines disciplines in isolation. Davis (1995: 4)

gives a very precise definition when he writes that it refers “(…) to several disciplinary

specialists working in an additive way”.

-Pluridisciplinarity

Another concept closely related to multidisciplinarity is pluridisciplinarity. It is

defined by Scott (1979: 307) as the combination of disciplines traditionally regarded as

being closely related. (e.g., Mathematics and Physics, Latin and Greek).  This

pluridisciplinary concept is seen by Klein and Newell as the basis for the narrow type of

interdisciplinary curriculum.

- Historical background

The idea of integration of disciplines, approaches, or skills within the pedagogical

context emerged in the 1920s under the “core” curricular title. It has been generally associated

with the progressive education movement. Interdisciplinary curriculum was considered as a

key element in education in the 1960s American Middle School. The idea of integration was

boosted by the deep research made in the field of cognition. During that period, Piaget’s

constructivist psychology and Bruner’s works on cognition influenced learning paradigms.

Learning was seen as a complex, interrelated system requiring new pedagogical approaches.

This view of integration is seen as a means for the construction of the individual’s growth

which includes physical, cognitive, emotional, and social, dimensions. This belief is shared by



Crowell (1995:13) for whom: «knowledge is perceived within experience and cannot be

separated from the personal meaning given to it by the individual”.

Dewey, an early proponent of the integrated curriculum, had important influence on the

matter as he did not ignore the fact and advocated the need to appeal to the individual’s

experience, and the development of his critical attitudes to enable him to participate in his

growth as an autonomous citizen in a democracy. He was committed to an experimentalism

that would merge the psychological, social, and logical aspects of learning in order to

construct an autonomous individual capable of taking responsibilities in society (Stoughton,

1981).

Subsequent findings displayed by many theories have placed the construction of

learners’ autonomy in the centre of research during the last fifteen years. Research in

cognition has shifted from focusing on knowledge structures to looking at how the brain

responds to these structures. This explains the need for a more integrated approach to

curriculum based on critical thinking and problem-solving in order to respond more to these

needs.

The distinguishing mark of a constructivist education program lies in its two

corollaries: knowledge integration and learner-initiated integration. The former type of

integration refers to the construction of broad areas of learning whereas the latter type of

integration is concerned with learners’ development of cross curricular competencies.

Accordingly, the idea of an inquiry approach to learning is seen as a fundamental aspect of

interdisciplinary curriculum.

It is commonly acknowledged that the notion of integration can take various forms. It

can be based on theme, knowledge, or learner. By thematic integration we usually mean

selecting a general theme in which chosen subjects and skills are integrated to facilitate



students’ learning. However, this type of integration is said to give little attention to

connections between disciplines.

Knowledge integration does not suffice with thematic integration which usually

means selecting a general theme in which chosen subjects and skills are integrated to facilitate

students’ learning. Thematic integration is dissimilar to knowledge integration; it is said to

give little attention to connections between disciplines. Against this, Knowledge integration

occurs generally when logical and direct relationships to knowledge can be established, and

lead to interactive learning.

Learner-initiated integration, for its part, is a level of integration which asks for the

use of higher-order thinking skills. It has an important influence on the development of

learners’ autonomy which organizes learning around the integration of new knowledge to the

old. In this manner, learners become able to confront reality with its interdisciplinary nature.

In this respect, Bruner (1983) emphasizes the learner’s active role in the construction of his

knowledge by formulating hypotheses, selecting information to integrate it into existing

knowledge, and constructing new ideas.

A good illustration of knowledge integration is learning through “big ideas” which are

also termed “broad areas of learning or of study” which involve complex topics and issues

that call for the construction and exploration of  interdisciplinary responses.  These broad

areas of learning result from the mingling of different sorts of knowledge inasmuch as  they

deal with issues that are important to both individuals and society; issues which are of

particular interest to young people. No less fundamental for the development of  sophisticated

understanding are the various life contexts and opportunities provided by these issues, for

classroom practice, to envision a variety of possible actions in related situations. Broad Areas

of Learning result in an imperative drive to associate different areas of knowledge and skills

to look critically at personal, social and cultural environment. They promote therefore



connections between school learning and community life outside school by building

relationships between subjects.

As mentioned earlier in our thesis, there are four major cross curricular competencies:

intellectual, methodological, personal and social, and communication-related. These

competencies encompass nine sub-competencies which apply to all the broad areas of

learning (horizontal integration), and to all the years of schooling (vertical integration). The

intellectual cross-curricular competency, which concerns all subjects, relates to the use of

information, solving problems, exercising critical judgment and the use of creativity. The

methodological competency, which is closely linked to techniques, strategies and tools

required in a variety of subjects, helps learners to adopt effective work methods, and use

information and communication technologies in their work. The third category, which is

associated to the personal and social competency, leads to the adoption of appropriate social

behaviours and attitudes needed by a learner to enhance his/her potential and cooperate with

others. The last competency, which is communication-related and which involves different

modes of communication in a variety of contexts, helps learners to communicate

appropriately.

Learning under the banner of constructivism appeals to the integration of the above four

key competencies. If we accept the principle of individual learning for the sake of autonomy

construction, we cannot ignore the fact that the disconnection between competencies is more

than just infortunate. What seems to be the most consistent element in the construction of the

individual autonomy of the learner is nothing but classroom practices that are based on

problem solving activities and resulting in guided authentic inquiry.

In our inquiry into the place devoted to the broad areas of learning in the Algerian

syllabi and textbooks, we shall borrow our criteria of analysis from Brooks and Brooks’



(1993) implementation of constructivist principles in the classroom. The authors proposed

five principles which are as follows:

(1) Pose problems that are or will be relevant to the students;
(2) Structure learning around essential concepts;
(3) Be aware that students’ points of view are windows into their reasoning;
(4) Adapt curriculum to address students’ suppositions and development;
(5) Assess students’ learning in the context of teaching.

Our concern in chapter three is to investigate into the use of broad areas of study in the

syllabi and textbooks. Therefore, our selection of the constructivist principles will be directed

mainly to content. In our analysis of the syllabi and textbooks materials, we shall limit

ourselves with principles one and two which are: (1) Pose problems that are or will be

relevant to the students, and (2) Structure learning around essential concepts. The two

principles highlight the necessity to design syllabi around secondary school learners’ interests

and concerns with a focus on the interdisciplinary aspect of broad areas of learning from

which emanate problem situations leading to the construction of competencies. Thus, the

proposed essential concepts of the curricula and textbooks should be chosen on the basis of

their relevance to learners in order to encourage them to make connections between what they

learn at school and their everyday realities. It is therefore understandable that broad areas of

learning generate the frame of reference which should be developed all along the classroom

practice to indicate the knowledge needed by learners to develop both their subject area

competencies and cross-curricula competencies. Because a constructivist textbook evolves

around complex issues which call for the construction of interdisciplinary responses which are

themselves based on various sorts of knowledge, learners get opportunities to encounter

problem-based situations that connect school to everyday life.

As mentioned earlier in our introduction to this chapter, our investigation into the

Middle and Secondary School English textbooks will be limited to two textbooks. We have



restricted our choice to Spotlight on English Book Three of the Middle School, and Getting

Through, as they represent two transitional courses towards the BEM and the BAC exams.

The primary focus of Competency-based Education is the emphasis on outcomes which

are more specifically referred to as competencies. Competencies are regarded by the Algerian

Educational System as benchmark performance standards for students to attain at the end of

their academic schooling. In the “Programme d’Anglais 3eme Année Moyenne”, it is clearily

stated that “au terme de la troisième année, l’élève saura tenir une conversation courante dans

un anglais simple et correct. Il pourra également exploiter, interpréter des documents

authentiques plus complexes et produire des messages oraux et écrits plus élaborés.”

(p.7).These goals describe the competencies Algerian third year Middle School students

should possess after they have completed their course. They are labelled in terms of linguistic,

methodological, and cultural objectives.

As shown above, the English Language syllabus in the Algerian Educational system

consists of a series of units which are organised around linguistic, thematic, cognitive, and

communicative objectives. Content is framed in contexts in which language usage and use are

embedded with a focus on linguistic, thematic, organisational, and cultural aspects. The main

trend remains, however, linear in its sequence and guided in its procedure.

The program for Algerian Secondary School Education was issued in 2005 within

the framework of the new educational reform Algeria launched in 2002. It is constructed

around general goals that preach self-respect, open-mindedness, and tolerance in a society that

tends towards globalisation. Radically different from MS3 syllabus and textbook, is the SE2

syllabus which is formulated in terms of competencies. This syllabus favours

“interdisciplinarity” in its objectives and its methodology. In this respect, it clearly

encourages learners to relate different areas of knowledge so as to look critically at their

social and cultural environment. This trajectory reorientation is apparent in the syllabus which



reads: “ Il faut favoriser l’interdisciplinarité en abordant des thèmes étudiés dans d’autres

disciplines scolaires en vue de l’intégration de tous les acquis de l’apprenant”. (p.91)

In the case of the method to apply in order to respond to this new orientation, the

Document d’Accompagnement du Programme d’Anglais de 2eme Année Secondaire , states

clearly : « Elle (la méthode) réduit l’écart entre la vie scolaire et la vie réelle. Elle permet à

l’élève de faire appel à des connaissances pluridisciplinaires, de découvrir ses valeurs et de

réfléchir sur ses attitudes. Ce type d’appropriation des savoirs dépasse le cadre fragmentaire

des activités scolaires habituelles et ne peut exister que dans un cadre de tache globale. (p. 5

Getting through was issued in 2006. It contains eight units chosen on the basis of their

importance for society and their relevance to the learners’ education. All of them call for

interdisciplinary responses which demand learners to make connections between what is

learnt in school, their everyday lives and socio-cultural realities.

The significance of the study, in this chapter related to the results category, is that it

brings evidence of whether the designers’ claims that learning is structured according to the

constructivist orientation holds true. We shall see whether Brooks and Brooks’s principle

which states that learning is structured around essential concepts is effectively taken into

account. In order to accomplish the main goal of this study, we conducted investigation on the

basis of a typology for categorizing the best manifestations of the competencies encompassed

in a broad area of learning. These manifestations relate to: the communication-related

competency, the methodological competency, the Intellectual competency, and the Personal

and social competency. As said earlier, our investigation will be made into Spotlight on

English Book Three and -Getting Through.



3-1-2 - A Middle School Textbook: Spotlight on English Book three and the Broad Areas
of Learning/ socio-cultural themes

The textbook comprises four units. Every unit relates to a theme evolving around

different linguistic and cultural aspects which are articulated to enhance learners’ interest and

deepen their involvement to interact with knowledge, the environment and peers. The

textbook is organised around four major themes which are presented in the table below:

Table1: broad areas of learning in MS3 Textbook

The textbook evolves around four types of socio-cultural themes with the clear intent of

developing learners’ personal and social competencies, particularly those dealing with the

adoption of positive behaviours and attitudes towards people and the environment. These

themes provide the ground for learners to demonstrate the designers’ purpose of ensuring that

students become responsible citizens, capable of using language for communication and their

intelligence for a better life. At the same time, it might be expected that the learning process

that constructs learners’ linguistic and communicative competencies reflects learners’ socio-

economic realities in the community at large. The table below shows broad areas of learning

instances inserted in MS3.

Broad area of
study/socio-
cultural themes

Communication-
related
competency

Methodological
competency
(Adopting
effective work
methods)

Intellectual
competency

Personal and
social
competency

Unit1:
Communications:
Mass media
(radio, television
internet)

-Introducing
people,
messaging,
interviewing,
reporting, asking
for clarification,

-Digital
competency(ITC)
-MMS
(Multimedia
Messaging
Services)

-Hypothesis
making,
-inferring,
-guessing
-Reflecting

-Interaction
with people in
society
-Showing
interest for the
poor

Unit titles Broad area of study/socio-cultural themes

Unit 1: Communications Mass media (radio, television internet)
Unit 2: Travel Planning a visit. Travelling by plane, car, and bus.
Unit 3: Work and play Life at school. Sea life. Community life.
Unit 4: Around the world A country profile



inviting -Using
information and
communications
technologies:
internet search
-drawing pie
charts
-designing a wall
sheet

Unit2:
Travel: Planning
a visit. Travelling
by plane, car, and
bus.

-Asking and
giving directions,
asking for and
giving  time,
asking about
plane and river
cruise arrivals
and departures at
the airport
-Asking for
permission
-making,
accepting,
declining
requests
-Understanding
predictions
(weather,
euroscope, fotune
teller)

-Drawing a map
-Writing a letter
of apology

-Inferring
dialogues,
grammar rules
- hypothesis
making
-Reflecting

-Be
autonomous
traveller by
being able to
use travel
leaflets, fares
luggage
tickets, and
instructions
-Reading the
rules of the
road
-Being an
autonomous
traveller
-Openness to
the world
diversities

Unit 3:
Work and play:
Life at school. Sea
life. Community
life.

-Narrating events
-Describing
actions
-Conforting
someone

-Writing a letter
of protest
-Answering a
questionnaire
-Reading an e-
mail
-Writing a
newspaper

-Inferring
-hypothesis
making
-Reflecting
-Gessing

-Feeling
engaged
towards the
protection of
sea life
-Openness to a
diversity of
ways of life
around the
world
(community
life- life at
school in
England,
America,
Algeria)

Unit4:
Around the
world: A country
profile

-Locating,
describing and
comparing towns,
monuments,

-Reading a map
-Replying an e-
mail
-Writing a text

-Guessing
-Inferring
-hypothesis
making

-Openness to
the cultural
diversity in
the world (the



countries
-Agreeing,
disagreeing,
expressing
admiration,
opinion, surprise

following a
diagram
Organizing a
project for
exhibition

-Reflecting seven
wonders,
languages and
dialects)

Table2: broad areas of learning and their manifestations in MS3 Textbook

The textbook orientation seems to espouse the assumption which states that the textbook

designers’ claims to be in line with the constuctivist perspective, as regards the design of the

broad areas of learning, holds true. The results confirm the inclusion of the four key

competencies in every “big idea” inserted in each unit. The evidence is shown in unit one

which relates to Communications. The unit displays communication-related competency

manifestatiions which range from oral, written, to media interactions.

Notwithstanding the importance of conventional work methods linked to text

organization or visual representations related to graphic organizers (Miller, Tom (1997), the

need to communicate resulted in an imperative drive for learners to acquire the fundamental

basic skills in information and communication technologies (ICT) considered as an essential

methodological foundation for learning. This explains the designers’ will to combine the two

methods in an effort to develop in learners the ability to construct knowledge.

Thus, the strategy, as regards graphic organizers, includes skills such as drawing pie

charts and designing a wall sheet. As concerns ITC’s, learners are trained in digital

competency. Results from table1 show the significance given, in the textbook, to the cognitive

skills of hypothesis making, inferring, guessing, deducing and reflecting in the textbook. They

also display instances related to social and civic competency. The evidence can be found in

table 1 which reflects the consistency of interacting with people and showing interest for

people in need.

In unit two, which is entitled “Travel”, and which aims at planning a visit and travelling

by plane, car, and bus, the four categories of competencies are targeted. As might be



expected, the communication-related competency constitutes the predominent feature.

Instances illustrating this penetrating core trait highlight the importance of initiating and

sustaining conversation through asking and giving directions, asking for and giving  time,

asking about plane and river cruise arrivals and departures at the airport, asking for

permission, making, accepting, declining  requests, and understanding predictions (weather,

euroscope, fotune teller). Much attention is also paid to the methodological competency,

especially in the ability to organize data. The designers approached this goal in training

learners to draw a map and write a letter of apology.

As concerns the intellectual competency, the appeal to cognitive strategies experienced

in the preceding unit are reproduced. The final objective set for the unit, which is to construct

social and civic competency in learners, has not been ignored. Actually, learners practise

language for the sake of becoming autonomous travellers by being able to use travel leaflets,

luggage tickets, and instructions, reading the rules of the road. Besides, being a world

traveller constructs their openness to the world diversities.

In Unit Three, which places learners in the world of work, the textbook designers

demonstrate a similar interest in the distribution of instances in the four categories. Chief

among the findings linked to the communication-related competency are the following

language functions:  narrating events, describing actions, and conforting someone. Results in

the distribution of the methodological competency reveal a concern in text organization.

Actually, learners are trained to write a letter of protest, read an e-mail, write a newspaper

article, and answer a questionnaire. The social and personal competency has been given equal

attention; by and large, awareness to the protection of the environment, to demonstrating a

sense of responsibility and respect for the shared values that are essential to ensure

community cohesion, are displayed.



A good illustration can be found in the socio-cultural theme related to sea-life in unit

three (3: 94-95). The most powerful objective that runs through the unit is the need for

students to adopt behaviours and attitudes towards the protection of sea life in particular and

animal life and the environment in general. The belief is that teaching students how their

actions may affect the survival of sea life in particular and the environment at large,

particularly through classroom practice, contibute to awareness raising.

Another significant “big idea” which is given prominence in the aforementioned unit is

community life (school life, school project on the environment, nomadic life in and outside

the learners’ country,) with the diversity of traditions (through clothing and monuments),

beliefs, values and ideologies. Sea-life and community life can be considered as broad areas

of learning or what Brooks and Brooks call “essential concepts” around which learners can

structure their learning. These broad areas of study pose problems that are or will be relevant

to the students.

Unit Four is sketched in a similar way. The major goal of the unit is to equip learners

with competencies leading to the writing of a country profile. In this respect, the language

functions of describing, locating, and comparing (amenities, towns, countries), agreeing and

disagreeing, expressing admiration, opinion and surprise, have been inserted in the

communication-related competency.

As might be expected, the methodological competency encompasses technical skills

related to reading a map, replying to an e-mail, writing a text following a diagram, and

organizing a project for exhibition. As concerns the intellectual competency, guessing,

inferring, hypothesis making, and reflecting cognitive categories are appealed to. The positive

attitude targeted in Unit Four, through the awareness of cultural diversity in the world (the

seven wonders, languages and dialects), is the one reflected in learners’development of their

understanding of the world. It is assumed that, by sharing different realities and views about



culture, and by comparing representations, customs, and beliefs, learners can gain awareness

of the diversity of the world heritage.

3-1-4 -A Secondary School Textbook: Getting Through

a- The Broad Areas of Learning

Getting Through evolves around a variety of broad areas of learning. The inclusion  of

such types of broad areas of study  in  a foreign language learning curriculum  “is intended to

encourage students to make connections between what they learn at school, their everyday

lives, and social realities” (Québec Education Program, Secondary School Education. Cycle

One, (2004: 15). By suggesting different types of broad areas of learning, the textbook

designers’ intention was to meet the interest of teenagers (learners between 15 to 17 years old)

and to offer opportunities for learners to encounter problem-situations. These different strands

have been distributed in the textbook as follows:

Unit titles Broad areas of learning

Unit 1: Signs of the time Life styles

Unit 2: Make peace Peace, conflict resolutions and human rights

Unit 3: Waste not, want not Pollution, world resources and sustainable development

Unit 4: Budding scientist Scientific and technological advances

Unit 5: News and tales The impact of mass media and literature

Unit 6: No man is an island Charity and solidarity: the role of youth and organisations in
disasters

Unit 7: Science or fiction? The world of fiction

Unit 8: Business is business Life in Society

Table3: broad areas of learning in SE2 Textbook

What can be noted at first start, from the table above, is that the broad areas of study

refer to a diversity of society concerns. They also provide opportunities for learners to engage

as individuals or groups in a diversity of actions for the benefit of others. Areas such as the



world of fiction and the impact of mass-media and literature are conducive to critical thought

and involvement.

The type of education based on broad areas of learning is motivating for learners as

interdisciplinary units are constructed around local or national issues which gather people

around the same objective. In fact, youths are attracted by topics which respond either to their

everyday preoccupations or to their dreams. In this respect, the textbook designers inserted

specific broad areas of study to bring more interest and therefore more motivation in the

Algerian syllabi and textbooks.  They selected broad areas of learning which are important to

both learners as individuals, and society. These “wholes” are also of particular concern to

young Algerians. By inserting broad areas of learning in both the curricula and the textbooks,

the designers espoused the principles of constructivism as suggested by Brooks and Brooks.

The table below depicts instances of broad areas of learning in SE2

Broad areas of
learning

Communication-
related
(communicative)
competency

Methodological
competency
(adopting effective
work methods)

Intellectual
competency

Personal
and
social
competency

Unit 1:
Signs of the
time: Life
styles

-Comparing,
expressing
intention,
certainty and
doubt
-Predicting
-Narrating
-Describing

-Reading a
biography, a
newspaper article
-Writing a policy
statement, slogan, a
newspaper article, a
letter

-Using
information
(media
literacy)
-Guessing
-Predicting
-Inferring
-Reflecting

-Construction
awareness to
lifestyles, eating
habits, clothes

Unit 2:
Make peace:
Peace, conflict
resolutions and
the human
rights

-Expressing
obligation and
absence of
obligation
-Expressing
ability and
possibility
-Criticising
-Making requests

-Making a public
address
-Writing a poem

-Reading a
newspaper
article
-Guessing
-Predicting
-Inferring
-Reflecting

- Citizenship and
communitity
life: being open
to compromise
- Writing a
poem, a class
charter

Unit 3:
Waste not,
want not:

-Narrating
-Describing a
process

-Making a
presentation of a
product

-Guessing
word
meaning

- Constructing
environmental
awareness and



Pollution, world
resources and
sustainable
development

-Promissing
-Asking and
giving
information
-Reporting

-Reading a map
-Analysing a
paragraph
organization
-Writing a press
release
Making an oral
presentation

-Guessing
-Predicting
-Inferring
-Reflecting

consumer rights
and
responsibilities
(environment
ethics)

Uni 4:
Budding
scientist:
Scientific and
technological
advances

-Expressing
condition
-Making
predictions
-Making and
replying to
suggestions

-Giving a short
presentation
-Reading and
reporting about an
experiment
- Reading
newspaper article
- Reading an
advertisement
-Writing a letter
about a
contingency plan

-Solving
problems
-Exercising
critical
judgment
-Guessing
-Predicting
-Inferring
-Reflecting

-Attitude of
critical
appreciation and
curiosity as
rgards scientific
and
technonological
progress in
relation to
oneself, family,
and community
at large
-Cooperate with
others:
managing
dilemmas
(conflicts)

Unit5:
News and
tales: The
impact of mass
media and
literature

-Narrating
-Agreeing
-Disagreeing
-Asking for and
giving opinion

-Reading an
interpreting a map
- Reading
newspaper article
-Writing a news
story

-Using
information
-Using
creativity
-Guessing
-Predicting
-Inferring
-Reflecting

-Managing
through a
conversation

Unit 6:
No man is an
island: Charity
and solidarity:
the role of
youth and
organisations in
disasters

-Reporting
-Asking for and
giving advice
-Making claims
-Expressing
interest and
surprise

-Quoting someone
-Listening to an
interview

-Guessing
-Predicting
-Inferring
-Reflecting

-Show solidarity
and charity for
people in need
(feeling
empathy)

Unit 7:
Science or
fiction?: The
world of fiction

-Expressing
condition, regret,
wishes
- Asking for and
giving advice
-Blaming
-Making
speculations

-Reciting a poem
-Reading a
newpaper
- Reading a cartoon
-Writing a
commentary
-Writing a
biography
-Writing a lament

-Guessing
-Predicting
-Inferring
-Reflecting

-
Openmindedness
(through reading
about human
achievements in
various field)



-Writing a short
newspaper article

Unit8:
Business is
business: Life
in Society

-Expressing
complaints
-Apologizing
-Asking and
answering
questions
-Making
comments

-Making an
interview
-Reading business
letters
-Writing a business
report
- Writing a profit
and loss statement,
a balance sheet

-Guessing
-Predicting
-Inferring
-Reflecting

- Citizenship and
communitity life
(the ethical
competence)

Table4: broad areas of learning and their manifestations in SE2 Textbook

The theme that runs through Unit One entitled “Signs of the time” relate to a diversity

of life styles. It is therefore understandable that the communication-related competency

displays a variety of functions which range from comparing, expressing intention, expressing

certainty or doubt, predicting, narrating, to describing. As concerns the competency which is

connected to work methods, it takes several forms. It varies from reading a biography, a

newspaper article, to writing a policy statement, slogan, a newspaper article, a letter. What

becomes clear is the need for learners to master several methodological skills to encounter the

complexities exhibited by the broad areas of learning.

Regarding the personal and social competency, Unit One has the objective of

developing an attitude of openness to the world via the diversity in lifestyles (eating habits,

clothes). Equally important is the ample evidence that it encourages learners to develop an

active relationship with a diversity of ways of life for the sake of gaining an attitude of

understanding of the other.

Unit Two, entitled Make peace, is related to peace, conflict resolutions and human

rights. The findings show instances of the four categories of competencies. The

communication-related competency exhibits essential skills for communication which consist

in expressing obligation and absence of obligation, criticising, and making requests. Other

subsequent results show the importance given to the methodological competency which

stresses the oral and writing skills as regards specifically text organization. Therefore, learners



are trained in making a public address and writing a poem. The third competency has also

been provided much attention in that learners’ experiment reading a newspaper article in

addition to using cognitive skills related to guessing, predicting, inferring, and reflecting.

With respect to the personal and social competency, the instances presented in Table One

demonstrate awareness of citizenship and communitity life. Learners are taught to be open to

compromise. Obviously, writing a class charter and demonstrating community membership

are inseparable.

A detailled analysis of Unit Three shows a similar interest for the four categories of

competencies. The table above exposes several findings. From the outset, we can say that the

main goal of the unit is to construct learners’awareness to his environmental and consumer

rights and responsibilities; in other terms, their environmental ethics. In order to accomplish

such a goal, an appropriate communication- related competency was developed. For that

reason, adequate language functions have been exposed: narrating, describing a process,

asking and giving information, and reporting. Another notable competency, the

methodological one has deserved attention. Many important work methods have been

proposed. Among them, we can cite: making a presentation of a product, reading a map,

analysing a paragraph organization, writing a press release, and making an oral presentation.

Unit Four focuses mainly on scientific and technological achievements. The purpose of

the unit is obviously to develop an attitude of critical appreciation and curiosity as regards

scientific and technological progress in relation to oneself, to family, and to community at

large. Another major goal with relation to civic competency is cooperating with others to

manage dilemmas. In this respect, learners should be equipped with communication-related,

methodological, and intellectual competencies. For the former, learners should be taught to

express condition, make predictions, make and reply to suggestions. The second type of

competency is worked out through activities such as giving a short presentation, reading and



reporting about an experiment. For the last competency, designers chose to rely on cognitive

skills related to solving problems, exercising critical judgment, guessing, predicting, inferring,

and reflecting.

Unit Five, which deals with “News and tales”, shows the impact of the mass media and

literature on people’s lives. In this unit, the textbook designers demonstrate a similar interest

in the distribution of instances in the four categories. Chief among the findings linked to the

communication-related competency are the following language functions: narrating, agreeing,

disagreeing, asking for and giving opinion. Results of the analysis of the distribution of the

methodological competency, reveal a concern in text organization. Actually, learners are

trained to read and interprete a map, to read newspaper articles, to write a news story. The

social and personal competency has deserved equal attention; managing through a

conversation is highlighted. As might be expected, specific intellectual skills such as using

information and using creativity are given prominence as well.

Unit Six is sketched in a similar way. The major goal displayed in the unit is to equip

learners with competencies leading to the development of an attitude of empathy. The unit

evolves around the role of youth and organizations in periods of disasters and urgent needs.

Therefore, notions of charity and solidarity have been the very best manifestations of the texts

inserted in the unit. Language functions such as reporting, giving advice, making claims,

expressing interest and surprise, are been included in the communication-related competency.

As regards work methods, learners have been given opportunities to quote someone, and to

listen to an interview to develop personal abilities in their interaction with others.

Unit Seven is entitled “Science or fiction?” The findings show instances of the

categories of the four competencies. The communication-related competency exhibits

essential language functions for communication, functions which consist in expressing

condition, regret, wishes, asking for and giving advice, blaming, making speculations. Other



subsequent results show the importance given to the methodological competency which

stresses a variety of skills: reciting a poem, reading a newpaper, reading a cartoon, writing a

commentary, writing a biography, writing a lament, and writing a short newspaper article.

With respect to the personal and social competency, the instances presented in table2

demonstrate a positive attitude related to essential knowledge of the technology and

technological products and processes, as well as an understanding of the impact of science

and technology on the natural world. This competency leads to a better understanding of the

advances, limitations, and risks of science and technology.

The last significant “whole” which is given prominence is life in society. Entitled

“Business is business”, the unit’s most fundamental focus is the development of citizenship

and community life. This competency develops an attitude of openness to the world and

respect for diversity in addition to the development of the ethical competence. The

construction of the competency should be processed through communication, on the basis of

language functions such as expressing complaints, apologizing, asking and answering

questions, and making comments. The same competency demands the use of work methods.

Accordingly, learners are taught to make interviews, read business letters, write business

letters, write a profit and loss statement, and a balance sheet.

Both Spotlight on English Book Three and Getting Through display a diversity of

“broad areas of study” related to society in general and learners’ interest in particular. By and

large, the textbooks show “big ideas” in every unit. This denotes quite accurately the

effectiveness of the designers’ claim that the constructivist orientation will be transposed in

the textbook. In this respect, it must be noted that the four cross-curricular competencies

targeted in every “broad area of learning” are given due attention. Accordingly,

communication-related, intellectual, methodological and personal and social instances have

been distributed in every unit.



There are certain observations that can be made about the design and distribution of

the linguistic, the communicative, the intellectual, and the methodological competencies.

Obviously, the designers’ approach espouses the weak version of constructivism which

outweighs the acquisition of prerequisites for the purpose of gaining personal and social

attitudes on the one hand, and designing a project on the other hand.

Units in Spotlight on English Book Three are built on the same format. Every unit

unfolds conventional oral (Listen and speak section) and writing (Read and write section)

skills which are coupled with language practice (Practice section) in grammar, vocabulary,

and phonetics, and closes with cognitive skills (Imagine section). These sections are followed

by “Do the exercises and draw the rules” section which has a twofold objective:

(1)to develop strategies related to communication and text organization, teach grammar,
functional language, rhythm and sound, word formation, and sentence structure.

(2)To develop in learners the reflective strategy through the use of inferrence. (Learners
follow instructions such as: consider and discuss; do and state the rule; now draw the rule)

Unit One, for example, unfolds the communication-related competency which generate

people’s social interaction in society, using listening and speaking, and reading  and writing

sections which reflect oral and written manifestations of communication. These

manifestations are represented by functions of language which develop relationships among

people. A good illustration of this communicative aspect is shown in the functions inserted in

the unit which priviliges everyday social interaction among people: Introducing people,

messaging, interviewing, reporting, asking for clarification, and inviting

These two first sections are associated with linguistic instances related to the practice of

grammar, vocabulary, and phonetics which show items such as intonation and stress in

questions and answers, adjectives, questioning, sentence writing, lexis related to physical

appearance, personality, and likes and dislikes, word formation, are practised in combination

with the above language functions. The main objective is, obviously, to construct the



communicative competence. Notwithstanding the face to face comunication type, the same

unit has paid much attention to the use of ICTs in communication. For that reason, great

interest has been devoted to the methodological competency with a special focus on digital

competency. Therefore, learners are trained in both the use of graphic organizers and

multimedia messaging services.  In an effort to associate, in Unit One, the communication-

related and personal and social competencies, the textbook dsigners coupled communication

with learners’ interest for people in need of help. This is the reason why importance is given,

in the textbook, to the story of UNICEF and its programmes, and the appeal to learners’

involement in the writing of seasons’ greetings.

Regarding Brooks and Brook’s second constructivist orientation specific to posing

problems  that are or will be relevant to the students’ interests and preoccupations, a

good illustration can be provided by Unit Three in which community issues such as school

life, and social community life have been given much attention . It should be noted that these

two societal issues are peculiar to young people in general and Algerian youth in particular. It

is commonly known that Algeria is a Mediterranean country where traditions of community

life are well established. The designers’ choice is certainly motivated by the necessity to help

learners to make connections betwen knowledge and competencies gained at school, with that

of their everyday life, and social realities. From the foregoing, it is clear that, as it has been

previously mentioned, the textbook designers have been very keen in the implementation of

the constructivist orientation as regards the interdisciplinary dimension of textbook design.

Units in Getting Through are similar to those in Spotlight on English Book Three

inasmuch as they demonstrate an identical format. Every unit comprises two major parts:

Discovering language, and Developing skills. A unit deals with a reading text section which is

combined with a grammar desk for purposes of linguistic practice and reflection on grammar

rules. Then, follows the Practice section devoted to grammar and writing, Say it aloud and



clear which is reserved to practice in phonetics, and working with words. The unit closes with

Listening and speaking, and Reading and Writing sections.

The organization of every unit denotes accurately the choice made by the designers to

develop the linguistic and communicative competencies in combination with the construction

of personal and social competency. Notwithstanding the importance given to the appeal to

cognitive strategies in grammar, work methods,  and listening and reading skills alike, the

point, however, we wish to emphasize is that the linguistic competence has been given a

predominent feature. The designers invested in the development of the linguistic competence

for purposes of preparing learners for the BEM and BAC exams which need correct use of the

language.

In Unit One, for example, learners are trained to develop the communication-related

competency through describing, narrating, comparing and contrasting, expressing certainty

and doubt about lifestyles representations of a variety of ways of life as regards eating,

clothing habits at the local, national, and international levels. Because there seems to be

something specifically different about methodological skills needed in this case, additional

work methods have been included in the unit to offer learners practice in the field. For that

reason, reading a biography whose purpose is to display authors’ personal views about

lifestyles, reading and writing a newspaper article which presents self-expression of others’

cultural diversity demands specific skills which reflect learners’ ability to relate their own

creative and expressive opinions to the points of view of others, are thought to be intermediate

performance objectives for the development of the social and personal competency, in other

terms, learners’ awareness of lifestyles.

This final attitudinal goal of the unit calls for the need to be constructed through another

competency, namely the intellectual competency which highlights cognitive strategies such as

information use, inference, and reflection. Taking into account the importance of the



dimension of integration among the four competencies, it is apparent that the terminal

performance objective of the unit, which is awareness raising of local, national, and

international cultural heritage regarding lifestyles, for the purpose of the development of an

open attitude towards and respect of cultural expression, is overarching the intermediate

performance objectives constituted by the communication-related, the intellectual, and the

methodological competencies.

As regards Brooks and Brooks’ principle related to classroom practice in accordance

with students’ interests, broad areas of learning such as “disasters and solidarity” and “Peace

and conflict resolution”, affected Algerians in general and the Algerian youth in particular

after they witnessed big natural disasters which afflicted so many people in the country ( the

floods of Bab el Oued- Algiers, and Ghardaia,  and the earthquake of Boumerdes, to cite just

some). These disasters which left pains and casualties revealed a great solidarity among the

Algerian people. Through classroom practice around these specific areas of learning, learners

meet with the whole Algerian community, share its sufferings and provide relief and hope.

Thus, by building a bridge between school learning and society, the textbook designers

responded to the constructivist orientation as regards broad aeas of learning leading to

classroom practice.

Other strands such as life styles and fashion, eating habits, modern ways of

communication (mobile phones, internet) meet the interest of learners whose life concerns are

taken in charge by the school syllabi and textbooks. These specific broad areas of learning are

meant to ensure that students develop a sense of responsibility for adopting good living habits

with respect to health, safety and effectiveness. The objective is to make students become

aware of the impact of their choices on their health and well-being.  The second type of

overarching areas of learning resides in controversial issues which entail diverse perceptions

and opinions. In this perspective, “pollution” (Unit 3 p.54), “rights of children (Unit 2 p.56),



“conservation of water and energy” (Unit 3 p. 68), seek to raise the critical awareness of

learners through problem-solution processing. As regards “pollution” and “conservation of

water and energy” students should be aware of the interdependence between the environment

in general and human activity which can endanger biodiversity. To this end, students should

be aware of the effects of the use of technology and adopt habits and attitudes that ensure the

protection of the environment. By setting interdependence between school and society, syllabi

and textbooks respond to the constructivist trend whose objective is to develop a responsible

citizen.

A broad area of learning associates a diversity of disciplines and can therefore be

tackled differently by teachers and students alike. In the unit “Waste not want not” for

example, the textbook designers appeal to geography (p.60) to underline the necessity of

protecting the Amazon forest in South American continent, a forest in danger of extinction.

Evidently, there is no particular reason to expect from the textbook designers a radical

shift in the approach, at the outset; the Algerian pedagogical practice remains grounded in the

linear procedure which gives prominence to fragmented elements of content. Radically

different from the linear approach, precisely, is the varied distribution of linguistic content,

the communicative language functions, the intellectual strategies, and the methodological

skills, in the textbook, for the sake of building learners’ personal and cultural attitudes. In

addition to the variety of linguistic and communicative items, every unit reflects a deep

connection among the various elements of the unit for purposes of communication and

development of cultural and personal attitudes.

Providing a list of broad areas of learning in the syllabus may suggest Algerian teachers

the impossibility to turn to alternatives. Due to the nature of teacher training they are

accustomed to, Algerian English teachers will undoubtedly take for granted the listing of the

“broad areas of learning” in the syllabus and the textbooks as the exclusive areas for



classroom language practice. In fact, the flexibility of a constructivist curriculum opens the

opportunity for schools to develop curricular content in accordance with learners’ needs to

fully integrate the content of various disciplines or subjects, and construct appropriate

competencies to encounter real life problems.

This is obviously not the case for the Algerian schools which are forced to refer to the

official syllabus and implement the official textbooks at the level of content and procedure.

Clearly, the reason behind such a decision lies, firstly in the fact that the textbooks espouse

blindly the syllabi in terms of content of procedure, secondly in the fact that teachers should

shift from training to teacher development. In other terms, they should adapt to learner-

centred methodologies to acquire the necessary competencies and develop their autonomy for

the purpose of designing curricular and textbooks to respond to their learners’ needs.

In addition, theses issues, if tackled with a constructivist vision of education, will

encourage learners to face controversy and elegance their ability to make judgements when

dealing with contrary to fact opinions. Unlike themes, broad areas of learning entail diverse

perceptions and opinions on the part of learners. They seek to increase their understanding,

tolerance, raise their critical awareness. It is worth noting however that apart from

competency development in the core discipline, (here, English as the subject area), an

interdisciplinary unit serves for complex reasoning by engaging students in knowledge

acquisition, low and high-order skill construction, from a variety of disciplines. Through the

broad area of learning related to the mass media and art, the educational aim of unit five (5)

for example, is meant to enable students “to master the different modes of communication

employed in the various media, helping them to develop the critical judgement necessary to

take full advantage of the possibilities offered by the different media and recognize their

potential effects ; In short, the main goal is the use of media-related materials and

communication codes, on the one side, and the exercise of critical judgment, on the other side.



On the basis of Brooks and Brooks’ orientation as regards the implementation aspect of

constructivism in the classroom which connects constructivist practice to the use of

intellectual competencies and learners’ motivation and involvement, on the one hand, and the

definition of a broad area of learning we provided in the introduction which associates content

to process, on the other hand,  it is interesting to see whether learners are involved in a

solution-getting process that associates learning with critical thinking and problem solving.

What seems to be essential is the need to design activities that appeal to learners’ personal

experiences and skills for the purpose of associating their know-what and know-how to the

know-why to confront their views and opinions on the subject. Sliberman (1972) explicates

the inquiry process by setting down two characteristics of inquiry. He states that, first it

concerns gathering and processing information, testing hypotheses and building theory and

testing it empirically. Second, he says that the inquiry process is under the control of the

learner. Integration can take a variety of forms. It can be based on themes, knowledge, or

learners’ initiation.

The results of our investigation as regards the use of broad areas of learning in the

textbooks under analysis revealed that their insertion is probably meant to provide students

with opportunities to take a critical view to their surroundings, and to adjust their behaviour.

The following chapter, after reviewing the literature related to critical thinking and lower and

higher-order skills, and its significance for cognitive learning, leads up to an examination of

the procedure implemented in the two textbooks. We shall bring evidence on whether the

procedure implemented in the textbook which range from listening and reading

comprehension, asking and answering questions, and comparing community lives, is

conducive to interactive practice with a big potential of intellectual, methodological,

communicational dimensions with the purpose of developing personal and social attitudes

towards sea life for example.



We shall attempt to shed light on the place allowed in the textbooks to the intellectual

competencies to bring evidence about whether the approach implemented is in line with the

constructivist orientation. We shall inquire into the process underlying the textbooks course

and determine whether it resorts to inquiry learning. As regards the personal and civic

competency, we think it of prime importance to give it much importance in our analysis.



Chapter Four: Constructing Learners’Identity:
The Intellectual competency in the Algerian syllabi and
Textbooks/Inquiry Learning and cognitive apprenticeship

4-1-Review of the literature:

The big shift in the educational learning process, over the last twenty years, has

brought a focus on critical thinking and knowledge construction. The constructivist trend has

come with some sound answers to how learners best learn, in other terms, to how learners

construct their intellectual competencies. D.C. Philips (2000) asserts that, in a constructivist

instruction, learners actively construct their own sets of meaning or understanding.

Knowledge should no longer be regarded as a copy of the external world, nor should it be

acquired by passive absorption or by simple transference from one person to another. In other

terms, knowledge, seen from a constructivist perspective, is made not acquired.

In this chapter, we shall attempt to give prominence to the way the process of inquiry

learning is tackled, in the classroom, through a Constructivist Design Model. We shall go over

Spotlight on English book three, and Getting Through, to illustrate the discovery/ inquiry

based process. Our choice of MS3 and SE2 textbooks is determined by the belief that these

two manuels are used in periods when learners are less affected by the need to adapt to a new

subject (English) or exam stress (BEF and BAC).

Our hypothesis is that the Constructivist Design Model is implemented within its weak

version; a version that considers the acquisition of the linguistic and communicative

competencies as pre-requisites for the construction of learners’ autonomy. This hypothesis has

its basic premise in the fact that the Algerian syllabi and textbooks have always been rooted in

a subject-centred orientation with a predetermined content and linear and cumulative

procedure, on the one hand, and that the Algerian teacher education has always espoused the

teacher-training model at the expense of teacher development, on the other hand.



Our objective in conducting this investigation is to show the extent to which the cross-

curricular competencies have gained ground in the Algerian education. We shall first attempt

to bring into relief the related theory of critical thinking with an emphasis on hypotheses

making. We shall appeal to a variety of views for the sake of highlighting the major principles

of the inquiry-based learning theory. The key concern of the the chapter is to clarify some

major considerations tied to the present study, among which: the process of making

hypotheses (generating and testing) viewed from different constructivist design models, along

with the way through which such a learning process develops students’ learning strategies.

We shall end the chapter with a practical analysis of the textbooks learning process on the

basis of the ICON design model.

In an effort to consider the constructivist learning process, however, attention is

paid to the distinction between theory and practice. As might be expected, the question to be

addressed to practitioners is about the way learners effectively construct their knowledge. In

fact, this issue has prompted a great bulk of research and a number of models has been

supplied to operationlize the most outstanding principles of constructivism.

It is generally admitted that active learning relies on trial and error. Practitioners of

constructivism argue that putting the learner in recurrent processes of generating hypotheses

and relying on his background knowledge (experience) are the best ways for activating his/her

mind. Brooks and Brooks (2000), for example, state that the constructivist teacher provides

adequate materials, such as problem-solving activities with which learners “formulate and test

their ideas, draw conclusions and inferences in a collaborative learning environment” (in

constructivism as a teaching paradigm on line). Exline Joe shares the same view and states

that, when learners are confronted with an authentic problem-solving environment, they

become engaged by applying their existing knowledge and real world experiences, by

learning to hypothesize and by testing their theories.



This learning process is well explicated by Charles Sanders Peirce, the father of

pragmatism, who states: “It is not knowing, but the love of learning that characterizes the

scientific man; (…) If a man burns and sets himself to comparing his ideas with experiential

results in order that he may correct those ideas, every scientific man will recognize him as a

brother, no matter how his knowledge may be”. Charles Sanders Peirce’s recommendation

does not stem from nothing; it is a direct implication of the philosophy standing behind

constructivism. Peirce believes that the process of induction, should be referred to as a

scientific method with its three phases. It starts with abduction which is a conjecture or

hypothesis about what actually is going on. Then, by means of deductive inference,

conclusions are drawn from the hypothesis. Finally, hypothesis-testing is performed by

seeking experimentally to detect the result. The entire procedure of hypothesis testing is also

called retroduction.

In his paper entitled “Democracy and Education”, John Dewey, a great

developmentalist thinker, characterized critical thinking as having a central role in learning.

According to him, the connection between thinking and experience is built on the basis of

interaction. He explicates that: “to ‘learn from experience’ is to make a backward and forward

connection between what we do to things and what we enjoy or suffer from things in

consequence. Under such conditions, doing becomes a trying; an experiment with the world to

find out what it is like; the undergoing becomes instruction-discovery of the connection of

things”. In the same train of thought, J. Bruner (1973) defines learning as an active process in

which learners select and transform information, construct hypotheses and make decisions

relying on current/past knowledge. The process of “reflective inquiry” proposed by Dewey

gave birth to inquiry learning explained by Sneldecker, (1974: 425) in the following words:

“The discovery learning mode requires that the student participates in making many of the



decisions about what, how, and when something is to be learned and even plays a major role

in making such decisions.”

The “reflective inquiry” put forward by Dewey, which emphasizes the process rather

than the product, gave birth to inquiry learning which involves students in the process of

formulating a problem or question, researching the issue, formulating and testing hypotheses,

and generating their solutions to other problems. Inquiry learning is not dissimilar to problem

solving inasmuch as both processes start with the identification of a problem before dealing

with research work to gather appropriate data. Next learners formulate hypotheses and test

them. Finally, the tentative solution is to put into application convergent and divergent real

life problems and questions.

A major characteristic of the constructivist process of learning is this connection

between experience, thought and problem-solving. Dewey touches on this very issue when he

asserts that thinking occurs when things are uncertain or doubtful or problematic. Because the

situation in which thinking occurs is a doubtful one, thinking becomes a process of inquiry, of

looking into things, of investigating. Acquiring is therefore secondary, and instrumental to the

act of inquiry.

Being rooted in discovery and inquiry-based learning, the construction of intellectual

competencies represent, thus, the cornerstone of education. In an effort to explain the

hardcore of inquiry learning in education, Jacques Boisvert, (1999:10) refers to Reboul

(1984), and  writes: “tout enseignement véritable se doit d’inclure la formation de la pensée

critique, qui vise à favoriser le développement de l’autonomie de la pensée chez les élèves. ».

Fogarty and Mc Thighe (1993, cited in Jacques Boisvert, (1999:32) clear the ground

of  the teaching process of critical thinking. They state that it followed a three phase

evolution. The first phase started in the early eighties and focuses on thinking abilities related

to classifications and comparisons. The second phase, which was set in the middle of the



eighties, is in direct connection with problem solving, decision making, and creativity. The

third phase, which started in the beginning of the nineties, represents the last phase of the

learning process. This phase is concerned with the transfer of skills and thinking process from

school to real life environments via metacognition and reflection.

The author explains more explicitly the third phase in the following words :

Elle se caractérise par l’application des habiletées et des processus de pensée à une diversité
de situations du monde scolaire et de la  vie personnelle des élèves. Cette troisième phase
insiste sur l’utilisation creative et sur le transfert de ces habiletées et de ces processus de
pensée au moyen de la réflexion metacognitive: les  élèves deviennent plus conscients de
leurs propres processus de pensée.

The process of transfer is considered as a fundamental feature of the construction of

critical thinking; it facilitates the integration of learners in society. It represents the final goal

of school. According to Develay (1994, cited in ibid: 38), “ apprendre consiste, en dernier

ressort, à transférer dans une nouvelle situation ce qui a été acquis dans la situation initiale

d’apprentissage”.

Additionally, Allieu (ibid) proposes three indicators of transfer:

1-Knowledge should be considered as an intermediate performance objective in the process of
learning.

2-Reflection on the thinking process (skills, critical thinking) to construct learners’ autonomy
should be considered.

3-Learning should focus on “wholes/broad areas of learning” not discrete points which do not
show the real picture of knowledge.

The variety of perspectives within constructivist learning theory makes it hard to derive

common sets of principles that can be implemented in the classroom. In fact, researchers and

practitioners have developed constructivist instruction in different directions. Nonetheless,

many scholars share common views from which general principles of instructional models

can be derived. By and large, these views denote quite accurately the necessity to “be aware

that students’ points of view are windows into their reasoning”, and “adapt curriculum

to address students’ suppositions and development” (Brooks and Brooks). In this respect, a



number of constructivist design models are brought to light in order to avoid misuses of the

constructivist theory and in  order to implement effectively cognitive constructivism in the

classroom in relation to learners’ intellectual development,.

We shall start by defining what a design model is; for that sake, it is important to note

that a design model is, according to Driscoll and Carter (2005:3) more than a process; they

state that a process combined with a resulting product, represents a framework of thinking.

Typical examples of constructivist design models that describe a pedagogic strategy in detail

are: The Constructivist Learning Design Model by George W. Gagnon and Michelle Collay,

Interpretation Constructivist Design Model (ICON) by John Black and Robert Mc Clintock,

and Constructivist Learning Cycle Model : Five E’s, developed by the biological Science

Curriculum Study (BSCS), a team whose principal investigator is Rogers Bybee.

Before applying the Interpretation Constructivist Design Model (ICON), for the

analysis of the textbooks, and for a better understanding of this model, we think it worth

looking at its conspicuous underlying assumptions. First, Black and Mc Clintock believe that

the word “study” is a key concept in making design more fruitful in education. In their view,

when learners construct knowledge, they are studying. They think that the term “study”

captures better the process of knowledge construction than does the term “learn”. To facilitate

the achievement of this process, they developed a model which plays the part of study support

environment (SSES), a learning environment with a constructivist orientation. Wilson in

Kelvin Thompson (1996:5)) suggests a definition of a constructivist environment. He states

that it is “a place where learners work together and support each other as they use a variety of

tools and information resources in their guided pursuit of learning goals and problem-solving

activities». Black and Mc Clintock’s model comprises seven elements: observation,

interpretation construction, cognitive apprenticeship, collaboration, multiple interpretations,

and multiple manifestations.



It is interesting at this point to describe how the ICON model is processed. At the

outset, learners start encountering authentic situations in which authentic artefacts are

observed for a given purpose. Then they begin to construct their arguments and propose

interpretations. To refine their arguments and validate their interpretations, learners have

access to their experience and a diversity of contextual materials. They are guided and tutored

to master the processes of observation, interpretation, and contextualisation, and they need

to collaborate in observation, interpretation, and contextualisation phases. By being exposed

to multiple interpretations, collaboration, and cognitive apprenticeship, learners gain

flexibility. Multiple manifestations of the same interpretation allow learners to gain

transferability to other contexts and situations.

The model described above highlights the idea that effective learning necessitates

putting learners in a recurrent process of generating hypotheses. Through this model, learners

are immersed in a process of continuous quest for answers to the hypotheses they make when

encountering problem-solving situations.  The process of interpretation implies a need to

know the premise. Interpreting or inquiring is not much seeking the right answer but rather

seeking appropriate resolutions to questions and issues. A course based on interpretations or

inquiry learning implies emphasis on the development of inquiry skills for the sake of

enabling learners to construct their autonomy to transfer abilities, attitudes and knowledge to

everyday life.

Having chosen the ICON model for our investigation, we feel it worth presenting the

variety of learning strategies learners are likely to develop when generating hypotheses

through this same model. Our focus will be restricted, however, to the ones responding to the

ICON model. What we resolve to do is to rely on O’Malley and Chamot’s (1990) paradigm

for classification of language learning strategies.



We shall start by defining language learning strategies. Wenden and Rubin, (1987:19)

for example, define them as “(…) any  sets of operations, steps, plans, routines, used by the

learner to facilitate the obtaining, storage, retrieval, and use of information.”  Oxford, R.,

(1990:1), for his part, writes that learning strategies : “ (…) are especially important for

language learning because, they are tools for active, self-directed movement”. Writing about

the importance of strategies, Lessard-Clouston (1997:3) states: “teachers who train students to

use language learning strategies can help them become better learners”. These strategies are:

(1) Elaboration, (2) cooperation, (3) questioning for information, (4) self-monitoring, and

(5) self-evaluation.

(1) Elaboration is classified as a cognitive strategy. It is defined by O’Malley and

Chamot (1990:138), as “relating new information to prior knowledge, relating different parts

of new information to each other; making meaningful personal associations to information

presented. This strategy is used in the ICON second stage related to interpretation

construction. O’Malley and Chamot (1990:45) add that elaboration “may be a general

category for other strategies such as imagery, summarisations, transfer and deduction”.

O’Malley and Chamot (1990:139) define (2) cooperation as a social strategy which sets

constructivist  study support environment favourable for learners to work “together with one

or more peers to solve a problem, pool information on oral or written performance, check a

learning task, model language activity or get a feedback”. This strategy is used in the ICON

fifth stage related to collaboration.

(3) Questioning for information is a “socio-affective strategy” O’Malley and Chamot

(1990:120). Learners use it for eliciting from a teacher or peer additional explanations,

rephrasing, examples or verifications. This strategy is used in the ICON fourth and sixth

stages related respectively to cognitive apprenticeship and multiple interpretations.



(4) Self-monitoring is a metacognitive strategy related to the checking of one’s

understanding during performance of the activity. (ibid, 1990:119). This strategy is used when

learners access prior experience and a diversity of contextual materials to facilitate

interpretation and argumentation.  This strategy is used in the ICON third stage related to

contextualisation.

(5) Self-evaluations relate to a metacognitive strategy which serves for “checking the

outcomes of one’s own language learning against a standard after it has been completed”

(ibid). This strategy is used in the ICON fifth stage related to collaboration. This strategy is

used in the ICON sixth stage related to multiple interpretations.

4-1-1- Interdisciplinary learning and the Algerian Syllabi

Inquiry learning is a fundamental element in interdisciplinary syllabi. The

“Document d’Accompagnement du Programme d’Anglais de 2eme Année Secondaire” does

not fail to acknowledge its importance when stating that school subjects should be organised

and taught in a project based manner. It explicitly states that learning is knowledge-

acquisition and that it is also conducive to the construction of the mind. Learning helps to

develop a personal world-view. Interdisciplinary learning favours project work and

collaboration, and equips learners with functional knowledge. By encouraging teachers to

adopt project work and collaboration among learners, and underlining the intellectual

competency, the official document mentioned above inserts English language learning in the

constructivist perspective.There are different ways to design and deliver an inquiry syllabus ;

the Algerian syllabus recommends particularly:

(1) to insert critical thinking across the syllabus;

(2) to use the project-based learning as a method of inquiry.

Associated to inquiry learning, the Algerian educational authorities emphasize learning

through research and experience. Project work is “donc le cadre intégrateur dans lequel les



apprentissages destines à installer une ou des compétences, prennent tout leur sens. » (p.6).

Following Silverman and others who say that there is a wide range of cognitive skills,

strategies and special tactics involved in the inquiry process  stating that “there is no one fixed

method of operation”, (ibid) the Algerian syllabus names a diversity of inquiry strategies to

cope with the different forms of knowledge of real life environment.

Another interdisciplinary feature of the proposed syllabus lies in collaborative learning.

In his perspective, the Algerian syllabus requires teachers to work in collaboration with

colleagues of other disciplines to avoid bulk heading. It urges also learners to work in pairs or

groups especially in performing project work. This is stated in the following words: “Les

élèves peuvent être regroupes d’après leurs niveaux, leurs affinités ou tout autre critère. Le

regroupement peut être également fait par les élèves eux-mêmes ”(p.7). Learners have to

actively participate in performing the task; responsibility and complementarity are key

element in group work. These are the conditions set by the syllabus to form an effective group

and to lead to a climate of collaboration and cooperation. This, in turn, creates an

intellectually stimulating environment and pushes both teachers and learners towards more

creative and effective solutions to problems as well as towards theoretical concepts. This

creates also a climate of professional trust that makes it possible for teachers to consider

fundamental changes that can improve the learning process.

The primary focus of Competency-based Education is the emphasis on outcomes which

are more specifically referred to as competencies. Competencies are regarded by the Algerian

Educational System as benchmark performance standards for students to attain at the end of

their academic schooling. In the “Programme d’Anglais 3eme Année Moyenne” (2005:7) it is

clearily stated that “au terme de la troisième année, l’élève saura tenir une conversation

courante dans un anglais simple et correct. Il pourra également exploiter, interpréter des

documents authentiques plus complexes et produire des messages oraux et écrits plus



élaborés.”. These goals describe the competencies Algerian third year Middle School students

should possess after they have completed their course. They are labelled in terms of linguistic,

methodological, and cultural objectives.

The Third Year Middle School Education (MS3) syllabus expresses distinctly the

underlying philosophy of the methodology adopted by the Ministry of Education. It reads:

“La conception cognitiviste et socioconstructiviste qui sous-tendent la méthodologie de cet

enseignement permet de dégager des objectifs généraux visant à installer chez l’élève des

compétences irréversibles (MS3 syllabus 2003:5)” . English language teaching has

undergone, therefore a radical change with the launching of the new syllabi and textbooks

designed for that purpose. Educational outcomes are viewed in terms of competencies which

are clearly stated in the syllabus.

4-1-2 - Spotlight on EnglishBook Three : Description of the Textbook:

Spotlight on EnglishBook Three encompasses the four constructivist competencies:

the communication-related, the intellectual, the methodological, and the personal and social,

but in an unequal and different distribution.  The textbook designers’ aim is to help learners to

communicate by insisting on the development of language functions. Learners are taught to

describe, narrate, make and accept invitations, give and ask for the way, express obligation

compare and contrast things, give opinion, express likes and dislikes. In short, the

communication-related competency via the use of language functions is targeted with an

emphasis on the acquisition of the linguistic competence.

The second type of competency which has been the object of attention is the intellectual

competency. It is developed in listen and speak, imagine, practice, activate your English, and

do the exercises and draw the rule sections. The way this intellectual competency is

constructed is the object of our investigation.



The methodological competency is tackled through work methods related to pair and

group work, and the use of detailed frameworks, outlines, plans, in short, organisation in the

individual work.

4-1-3- 2nd Year Algerian Secondary Education English Syllabus:
Description of the syllabus

The syllabus for Algerian Secondary School Education was issued in 2005 within the

framework of the new educational reform in Algeria, a reform launched in 2002. It is

constructed around general goals that promote self-respect, open-mindedness, and tolerance in

a society that tends towards globalisation. Contrary to MS3 syllabus and textbook, the

Secondary School Syllabus (SE2) is formulated in terms of competencies and favours

“interdisciplinarity” in its objectives and its methodology. Regarding the objectives, it looks

forward to various aims. For example, it clearly encourages learners to relate different areas

of knowledge so as to look critically at their social and cultural environment. The syllabus

reads: “ Il faut favoriser l’interdisciplinarité en abordant des thèmes étudiés dans d’autres

disciplines scolaires en vue de l’intégration de tous les acquis de l’apprenant”. (p.91)

Concerning the method, “Le Document d’Accompagnement du Programme d’Anglais de

2eme Année Secondaire” states clearly (2005 : 5) : “ Elle (la méthode) réduit l’écart entre la

vie scolaire et la vie réelle. Elle permet à l’élève de faire appel à des connaissances

pluridisciplinaires, de découvrir ses valeurs et de réfléchir sur ses attitudes. Ce type

d’appropriation des savoirs dépasse le cadre fragmentaire des activités scolaires habituelles et

ne peut exister que dans un cadre de tache globale”.

4-1-4- Getting Through : The SE2 Textbook

Getting Through, the English textbook designed for the second year of secondary

education, was issued in 2006. It contains eight units chosen on the basis of their importance

for society and their relevance for the learners’ education. All of them call for



interdisciplinary responses which demand learners to make connections between what is

learnt in school, their everyday lives and socio-cultural realities.

Each unit comprises three subparts: Discovering language, Developing skills, and Put

things together. Discovering language, the first rubric, includes activities on grammar,

pronunciation, and vocabulary. It aims at the development of the subject-specific

competencies (linguistic competencies). Developing skills, the second rubric, deals with

reading and writing, listening and speaking. Put things together relates to the project work.

4-1-5- Application of the ICON Model on Spotlight on English Book Three

As it was mentioned earlier, our concern in this chapter is to find out the extent to which

the ICON model is reflected in the design of Spotlight on English book three, the MS3

textbook, and how it is manifested. We shall foreground our investigation on both the

student’s book and the teacher’s book. The former outlines the content to be taught and

implies specific procedures. We believe that the teacher’s book is equally necessary as it

fleshes out, in a very explicit manner, a methodology that teachers are expected to follow.

In our study, we shall focus first on the textbook content which serves as a stimulus

for learners to become thinkers who grasp and apply concepts. Then we shall try to examine

the different instructions, techniques and processes that the learners are asked to follow to

construct their autonomy.

4-1-6- Textbook Analysis:
a- graphic illustrations

Every file starts with graphic illustrations covering a whole page. File one, entitled

communications, for example, shows a variety of communication media: a mobile, a

computer, an earth station etc. The textbook designers’ aim is to engage learners in

“observing, discussing and analysing the illustration” (S. A. Arab et al, 2005:11), before

starting the file. By so doing, they help learners to build expectations about the potential



content of the file. Though it is not explicitly worded in the teacher’s book, observing,

discussing and analysing an illustration, a situation, without being clearly exposed to the

topic, is part of the process of generating and testing a hypothesis as the work is interactive

and done in collaboration with classmates, on the one hand, and the teacher, on the other

hand.

b- The first sequence

This analysis aims at examining how the process of making and testing hypotheses is

embedded through the presentation phase of each rubric. For a better illustration, the

instruction addressed to the learner, the objective of each task, and the procedures suggested

in the teacher’s book will be referred to.

Sequence one: Hello Again

A- Rubric 1: Listen and speak (p.14)

This is the starting phase which introduces the language functions to be learned (greeting,

introducing), and making and checking strategy. This is realized through three tasks.

Task1 instruction: Look at the picture and guess what the teachers in the staffroom are

saying.

The aim of this activity is to revise the function of greeting in context. For that purpose,

the designers relied on the use of a  “learning strategy” (S.A. Arab et all, 2005:28), making

and checking predictions rather than on a teaching/learning process through which knowledge

is constructed.

Task2 instruction: Now listen and check your answers about picture two

The aim of this activity is to check learners’ predictions about activity one. It is also

meant to identify other language functions used to express different levels of formality in

introducing and greeting language functions. Once the hypotheses generated by the learners



are written on the board, the teacher asks his learners to agree on a set of predictions they are

likely to hear in the listening selection.

Task3 instruction: Listen to the students and answer these questions

The aim of this activity is to identify and interpret the context of the picture on the

bottom right-hand of the page by learners’ interactions with one another. They are provided

with linguistic material in the box on the same page and it is up to them to choose the

appropriate cues.

Rubric 1: Say it clear (p.15)

Task1 instruction: Listen to the dialogue. Does the voice go up or down at the end of
the question? Use the appropriate arrow to mark the intonation.

Materials provided: Two model dialogues and a picture illustrating the second dialogue.

Task2 instruction: Group or pair work. Act out the dialogues above with the right
intonation.

Materials provided: A model dialogue with a possible replacement of the character by
another member of the large family

Task3 instruction: The intonation in the questions below is the same as in “How do
you do?”. Mark it with appropriate arrows. Then act out as many dialogues as you can.

Materials provided: Bubbles with many alternatives of the same exchange

Rubric 1: Practice (p.16)

Task1 instruction: Imagine what the hidden slogans on the T-shirts are. With your
partner, act out dialogues. Use adjectives from the box.

Materials provided: a model dialogue and 13 adjectives related to moral description

Task2 instruction: Tell your partner what sort of person you are and what sort of people
and things you like or you don’t like.

Material provided: Model sentence

Rubric 1: Imagine (p.17)

Task1 instruction: What do you say in these situations?

Material provided: 6 pictures with people speaking to one another. Learners are asked to fill
in the empty bubbles



Task2 instruction: Imagine what A and B are saying in the dialogue below; then act out
as many dialogues as you can.

Material provided: Uncompleted model dialogue

Sections two, three, and four above provide a learning environment for learners who

are exposed to language practice, creativity and multiple interpretations. In short, learners go

through cognitive apprenticeship, collaboration, multiple interpretations, and multiple

manifestations, following the four last phases of the ICON Model. Task 3 of Say it clear

(p.15), Task2 of Practice (p.16) and Task2 of Imagine (p.17) represent multiple

manifestations of the same interpretation which are, respectively: greeting and introducing

people , describing personality, and parting.

B-Rubric 2: Read and Write (p.18)

I- Presentation

Task1 instruction: Before you read, look at the gestures in the pictures. Guess what
They mean.

This is a pre-reading activity in which the learner is asked to ‘interpret, thus to

hypothesize the communicative intent of the gestures in the picture. It is a common learning

strategy used to make the learner aware of his expectations before he processes the reading

selection. In this respect, Iran-Nedjad (1995:16) explained that in constructivist classrooms

many learning activities are directed by prediction, pre-reading questions and study skills.

This type of activities serves to focus attention of the learner on what should be remembered

or memorized.

This pre-reading activity aims also at making the reading purposive at both levels of content

and strategy ( formulating and testing hypotheses).

Task2 instruction1: Text One and Text Two on the next page describe:

Objective: To skim the texts to get the general idea



Instruction2: What are the correct answers? Why?

Objective: To identify the right answers and find out arguments for their decisions.
(Observation, interpretation construction, and contextualisation)

Task3 instruction: Read Text Three and say why people like your partner.

Objective: Cognitive apprenticeship

Task4 instruction: One of the sentences in Text Three explains the adjective “cheerful”. Can
you find it?

Objective: Cognitive apprenticeship

II- Practice p.18

Task1 instruction: Which of these adjectives are “positive” and which are “negative”?

Objective: Cognitive apprenticeship

Task2 instruction: Now read your partner’s palm and make written comments as in Text
Three.

Objective: Multiple interpretations, and Multiple manifestations (transfer of the gained
Knowledge, about the topic, to real life context-reading a person’s palm-).

III- Write it out p.18

Task1 instruction: Complete the following opening sentence with the appropriate sentence
type.

Objective: Cognitive apprenticeship

Task2 instruction: What sort of person are you? Write a paragraph starting with: “I am not
perfect…

Objective: Multiple interpretations, and Multiple manifestations (transfer of the gained
knowledge about the topic to real life context-describing one’s own                     personality.)

C- Do the Exercises and Draw the Rules (p.40-41-42-43)

Strategies (p.40)

Task instruction: Consider the drawings and discuss your answers to the questions below

Objective: to raise learners’ awareness about the best strategy to adopt when  listening to
people.



Grammar (p.40)

Task1 instruction: Write four sentences as in the example below.

Objective: to raise learners’ awareness about the use of time prepositions (in, on, at),  through
language practise based on models and through the Observation phase.

Task2 instruction: Now fill in the blanks in the columns of the table below and start the
rule for the use of time prepositions (at, in, on).

Objective: To start to make hypotheses about the use of time prepositions (in, on, at),
through interpretation construction and Contextualisation provided in the textbook.

Functional language (p.41)

Task1 instruction: Ask questions and give answers about physical appearance, personality,
likes  and dislikes, and using the information in the boxes below.

Objective: To raise learners’ awareness about the use of questions using adjectives, adverbs
and expressions related to physical appearance, personality, likes and dislikes, through the
Observation phase.

Task2 instruction: Now draw the rule by completing the following sentences

Objective: To start to make hypotheses about the use of appropriate questions used for
asking about physical appearance, personality, likes and dislikes through interpretation
construction and Contextualisation provided in the textbook.

Task3 instruction 1: Respond to the following situations by writing short notes using the
word  “sorry”.

Objective: To raise learners’ awareness about the use of questions starting with  the word
“Sorry” through the observation phase.

Instruction 2 Now draw the rule by completing the following sentences.

Objective: To make hypotheses about the use of questions starting with “Sorry”, to
express  sympathy, to make apology, and to ask for clarification, through
interpretation construction and Contextualisation.

Rhythm’n sound (p.42)

Task1 instruction 1: Ask the following questions with the appropriate intonation. Put the
appropriate arrow at the end of each question.

Objective: To raise learners’ awareness about the use of the right intonation in wh
and yes-no questions, through the observation phase.
Instruction 2: Now draw the rule by completing the following sentence.



Objective: To make hypotheses about the use of the right intonation in wh and yes- No
Questions, through interpretation construction and Contextualisation.

Task2 instruction 1: Listen to the pronunciation of the highlighted vowel sounds in the
song.

Objective: To raise learners’ awareness about the use of the difference short and long Vowel
sounds, and between vowel sounds and spelling, through the observation phase.

Task2 instruction 2: Then complete the table below with the highlighted sounds you see and
hear.
Objective: To make hypotheses about the use of the difference short and long Vowel sounds,
and between vowel sounds and spelling, through interpretation
construction and Contextualisation.

Word formation (p.43)

Task1 instruction 1: Match one word from column A with another from column B to form
and pronounce compound words.

Objective: To raise learners’ awareness about the formation and pronunciation of compound
words, through Observation.

Task2: Instruction 2: Now draw the rules about the formation of the new words and their
pronunciation.

Objective: To make hypotheses about the formation of compound words.

Sentence structure (p.43)

Task1 instruction: Join these pairs of simple sentences with the right link-words (and,

but) to form  compound sentences. Make any necessary changes.

Objective: To raise learners’ awareness about the formation of compound sentences by
joining simple sentences with link-words (and, but).
Task2 instruction: Now draw the rule by completing the following sentences.

Objective: To make hypotheses about the formation of compound sentences by joining
simple sentences with link-words (and, but).

4-1-6- Textbook Analysis

Spotlight on English Book Three: The intellectual competency

a-Analysis of the textbook graphic illustrations



Based on the premise that the constructivist ICON design model provides the teacher

and the learners alike with constructivist task-based inquiry  learning (e.g. making and testing

hypotheses), we may assume that the procedure as described in the teacher’s book, as regards

the illustrations, applies, though partially, to the model.

The first distinguishing mark of the ICON model is provided at the outset of the file

which opens with Observe as the first instruction. This instruction is in conformity with the

first step of the ICON model. The textbook designers approached the use of the second step

related to interpretations building through the learners’ construction of arguments on the

basis of their individual background knowledge.

In their pursuit of the ICON Model implementation, the designers provided, in stage

three, further linguistic and communicative material to make possible the access to the

narrowing of learners’ multiple interpretations. It is not until step four that the teacher

intervenes as a facilitator whose role is to guide learners in the processes of observation,

arguments construction, and interpretation.

Once they have gone through the steps of the ICON Model mentioned above, learners

start collaborating in observation, interpretation, and contextualization, and then develop

their hypotheses. The four first steps, which correspond to the first part of the ICON Model

fell under the umbrella of, what the textbook designers name, Discussion, in the textbook.

In the case of the Analysis phase, one of the weaknesses of the learning process as

identified in its implementation is that this  phase has not been given clear directions. In fact,

it can be assumed that Analysis may occur at any stage of hypothesis making and not

necessarily after discussion.

Keeping in mind the limitations expressed above, it is probably fair to say that this

graphic illustration phase has been used as brainstorming. In this case, we can assume that

though it is based on the principle basically concerned with activating the learners’



background knowledge (experience) on the one hand, and with generating ideas or hypotheses

on a given topic or situation on the other hand, the use of the ICON Model does not show the

characteristics of a process. Rather, it demonstrates the features of a strategy.

Among the questions of interest that might be asked, as regards the use of the

brainstorming process instead of the ICON Model, are the ones related to the benefits of

brainstorming as a means to promote skills getting and learner autonomy, on the one hand,

and learners’ capacity to individualise their know-how and know-how to do, on the other.

Another notable interest is learners’ capacity of reflection so that they could gain a

responsible attitude towards their own learning process of decision making. In addition, if the

learning process is restricted to brainstorming, learners will find it hard to realize that

collaborative learning with peers is essential in constructing arguments and generating and

testing hypotheses.

b- Analysis of the textbook first sequence: task1

The real problem as regards Task 1, sequence one, is what kind of procedure are we

to have when, as suggested to the teacher, demonstration in front of the class takes the most

fundamental part in the teaching act? The activity starts by an input from the teacher; an input

which consists of greeting and introduction formulas that the learners are normally required to

guess or predict. Under these conditions, we may assume that the learners will reuse the

sentences uttered by the teacher. The teacher does not give learners “the opportunity to

observe and explore the material to allow formulation of alternative hypotheses that may

challenge prior experiences” (Lindgren J. R., Bleicher (2005:1). The alternative, in this

respect, becomes obvious if we consider that the constructivist orientation requires learners to

interact within inquiry based learning. In order to trigger off interpretation and arguments

learners should be left to start observing the picture. Under such conditions, the teacher’s role

should be restricted to giving the general context instead of providing learners with an input.



This thought process stems from the widely shared view that, encountering a problem-solving

situation, whose complexity is not lowered, helps learners to feel more engaged and more

willing to explore all alternatives. From this stand point, learning is perceived not just as an

assignment to be undertaken in an academic perspective, but as a means to serving a higher-

order skill purpose.

The significance of the limitations imposed to the ICON Model in MS3 is that they

demonstrate that the procedure is in conformity with  the traditional teaching trend which is

based on transmission of predetermined learning. Highly different from the objectivist

orientation of education is the constructivist perspective which opens up new vistas in

education inasmuch as it does not ignore the role of learner’s personal experience and

creativity in the construction of his competencies which lead to his autonomy. If we accept

the principle of individual construction, knowledge should be viewed as a means to an end

(the construction of competencies), not an end in itsef (content), as it is the case in the

tranmission model of education.

c-Analysis of the first sequence: Task2

Based on the premise that predictions entail interaction among learners on the one

hand, and among learners and the teacher, on the other hand, one can note the important

influence of collaborative learning in a constructivist classroom.   This constructivist feature

is characterized as having a central emphasis on learning. Lindgren J.  Bleicher. (2005:3)

confirms this significant assumption by asserting: “Constructivist theory posits that learners

construct meaning through interactions with others, with material, and by observation and

exploration of events. In the construction process, what a learner already knows or believes

interacts with new conception to which the learner has been exposed.”

It has been asserted that the interpretation process implemented in MS3 textbook

followed the observation, interpretation construction, and contextualisation phases of the



ICON Model. These phases resort to, respectively, the elaboration, self-monitoring, and

questioning for information strategies. The former strategy helps learners to associate the

information provided with their prior knowledge and skills whereas the second strategy is

used to check one’s understanding during performance activity. The latter strategy

(questioning for information) helps elicit additional explanation, rephrasing, examples; in

other terms, getting help from peers or the teacher.

There are some observations we would like to make about the approach used in the

textbook as regards the ICON Model. In Task2, learners are requested to make hypotheses

and then test them against, by listening to the different conversations taking place in the

staffroom. The dialogue, being initiated by the teacher, diminishes the level of authenticity of

the situation. By playing the parts of the interlocutors of the dialogues, the teacher uses model

teaching which is conducive to mimicry and memorisation. This procedure defeats the

constructivist learning process.

The solution, according to the constructivist orientation, is to let learners show self-

reliance by encouraging them to use resources with a personal touch, to select appropriate

tools,  and evaluate the efficacy of their work methods. In other terms, they should be

encouraged to learn through trial and error. Adopting effective work methods is part of the

methodological competency which is one of the major goals of the constructivist classroom.

Accordingly, learners’ role is not limited to following an established routine, inasmuch as

there exists more than one way to perform a task. According to the constructivist perspective,

there is some evidence that the relative effectiveness of a given approach depends as much as

on the requirements of the task and situation, the specificity of every learner, as on the

external and internal resources each learner possesses. It is now commonly acknowledged by

practitioners that the ICON Model is not based on predetermined knowledge; rather, it

encourages learners’ personal involvement and creativity leading to appropriate alternatives



or resolutions. Against this position, however, chief among the problems identified in the

activity described above, is the  flaw which characterizes the contextualisation phase in which

learners are requested to perform activities restricted to listening and inferring the right

answer(s).

Another problem identified in Task2, in addition to the lack of authenticity in terms of

procedure which diminishes learners’ motivation and engagement into the task, is the absence

of authenticity in terms of texts. Authentic texts, written or spoken, at both the elementary or

high levels, serve their purpose better than artificially composed text. They give learners a

challenge as well as foretaste of real English. Authentic language contributes to the formation

of concepts and ideas.

Authenticity is a characteristic of cultural works which are the result of human activity

past and present. Learning from authentic texts is then learning from a cultural perspective

which consists in using cultural references to understand the world cultural diversities. Under

such conditions, authenticity provides a window on the world and develops a world-view and

construct personal and social identity of learners.

It is widely acknowledged that the lack of authenticity restricts language learning to the

acquisition of the linguistic competence which, placed in the scope of the traditional teaching

trend, represents an end in itself. Against this position is the constructivist vision of education

whose objective is to construct learners’ autonomy via the acquisition of various

competencies (communication-related, intellectual, methodological, personal and social).

d-Analysis of the Textbook first sequence: task3

This activity is meant to provide cognitive apprenticeship which is considered as being

a constructivist phase conducting learners towards argument building and purposeful

interpretations through  questioning and collaboration.



By and large, it is , we think, apparent that the “Listen and speak” rubric starts with

hypotheses making and testing. From the outset, learners are requested to (1) observe

situations and (2) construct interpretations on their observations, and then justify their

interpretations. After having gone through the aforementionned phases, learners are put in (3)

the contextualisation phase which generates (4) cognitive apprenticeship (through practice).

Slightly different from the interpretations construction of phase three above, the

contextualisation phase supplies  information to aid learners in their interpretation and/or

argumentation.

As shown above, in the presentation phase of « Listen and Speak » rubric, the

textbook designers have actually taken into account the ICON model as far as the first four

phases of , (1) observation, (2) interpretation construction, (3) contextualisation, and (4)

cognitive apprenticeship are concerned. The objectives set for this presentation phase, which

are to predict language functions, lexis related to the topic, and contexts, through the same

range of material, illustrations denotes clearly that the constructivist strategies mostly used in

this rubric are obviously that of first, (1) elaboration which helps learners construct

interpretations by making meaningful associations between their background knowledge and

new information, a strategy used in the second step of the ICON Model, and second, (2) self-

evaluation,a strategy used to check hypotheses, self-monitoring, and questioning for

information. The conclusion to which we are led with regard the implementation of the ICON

Model in MS3, is that the process does not go beyond phase four, on the one hand, and that it

is limited to the the construction of the linguistic and communicative competencies, on

the other hand. As concerns the process, the textbook designers ignored two significant

phases, namely the Multiple interpretations and Multiple manifestations ones. Of the

importance of these two phases with regard to the constructivist process of learning, there is

no doubt. A fairly obvious remark to be made, therefore,  is that limitating the scope of a



constructivist process won’t make it easy to develop autonomy especially when preventing

learners to be immersed in problem-solving situations which engender a process of

continuous quest, on the one hand, and  gain transferability to other real life contexts, on the

other hand.

Another important remark lies in the single focus on the implementation of the ICON

Model. Evidently, this risk of oversimplification, in terms of the process engaged, will

undoubtedly restrict learners’ cognitive capacities to a minimum, leaving language learning

cloistered in school wall. The most obvious problem will be the disconnection between

learning at school and social realities. This defeats the constructivist orientation in language

learning.

e- Rubric 1: (Say it clear – Practice- Imagine)

From the foregoing, there is ample evidence that interpretation and collaboration are

two recurrent phases. The use of the verbs “interpret” and “interact” in many instructions in

the textbook reveals the importance given to these two phases. But interaction should not be

restricted to a means of constructing knowledge, but it should be extended to skills getting as

well. Along with “cooperate with others” competency, one can mention for example,

“managing interaction” (Bygate (1987 in Englander 2002:8), which includes sub-skills such

as knowing how to take the floor, how to invite someone to speak, and how to keep

conversation going. The second set of skills is concerned with knowing how to negotiate

meaning (Ibid in Englander 2002:8). One cannot ignore the fact that interpreting and

interacting pave the way to hypotheses making by resorting to  background knowledge.

A fundamental remark , however, is that the activities suggested in the presentation

phase do go as they only sustain momentary discussions. In other terms, their scope is limited

to survival language. In this case, the real problem is that they do not set an environment of

inquiry. In fact, each time the learner is requested to generate hypotheses about new



information, a theme, an event etc, the generated hypotheses are subsequently tested in the

next task which supplies learners with contextual material to aid interpretation and arguments.

The significant findings shown above indicate clearly that the designers have not

borrowed the constructivist principle as a linear process; instead, they implemented it as a

cyclical one. Accordingly, the ICON model has not been adopted on the basis of the set of

graded phases,  but adapted instead since the “hypotheses testing” phase has been put ahead

of the “cognitive apprenticeship” phase. The conclusion to which we are led, therefore,  is

that  the “formulating and testing hypotheses” phase is used, as a cognitive learning strategy

at the service of the whole process. Clearly, three main motives are called  in mind to explain

the reason behind the choice made by the designers to adapt the model in the textbook:

-First, the syllabus gives prominence to predicting/guessing/setting and checking hypotheses,

as learning strategies.

-Second, adopting a design model which is basically used to teach “big concepts” and not

language functions is not an easy task.

-Third, the designers’ intention was arguably to choose a type of constructivist orientation

that gives preference to guidance rather than autonomy from the start. In other terms, put in

front of two alternative choices: to start the lesson from the outset by a presentation phase

which paves the way for further learning stages, or abstract teaching from presentation, the

textbook designers made the first choice. So, confronted to the sharp distinction between the

BIG (Beyond Information Given) constructivist orientation, in which content and linguistic

manipulations are presented to the learners, prior to knowledge construction, and  the WIG

(Without Information Given) constructivism which starts, at the outset, with knowledge

construction, the choice was fairly obvious.   (D. Perkins, 1991)

This choice of the weak version of constructivism made by the designers seems to find

its motives in the fact that the Algerian teachers and learners have always been used to being



imbued with the weak version of the communicative approach subsequent to the behaviourist

and the situational-structural approaches.

f- Rubric 2: Read and Write

“Read and Write” Rubric is not dissimilar to the framework embodying “Listen and

Speak” rubric. Both rubrics start with hypotheses making and testing (observation -

interpretation construction,  contextualisation) and then close with practice (cognitive

apprenticeship), and production  ( multiple interpretations and multiple manifestations).

In the section above ( rubrics 1-2), it interests us to observe that the process of

generating hypotheses is restricted to the observation of materials and the appeal to learners’

background knowledge, limiting, therefore the use of the ICON Model to a strategic use.

g- Practice- Write it out- Do the Exercises and Draw the Rules- Grammar-

Rhythm’n sound- Word formation

By comparison to the section above, the same cannot be said categorically of the

Practice section in which the process of generating hypotheses is activated through doing and

inferring. Accordingly, Instructions are built around action verbs

(discuss, write, fill in the blanks, state the rule, ask questions, draw the rule, respond,

match, join sentences).

Another notable point which deserves attention as regards our analysis of the two sections

analysed above, is that the reference to the ICON model is kept within the limits of the three

first phases: observation, interpretation construction, and contextualisation. This limitation in

the learning process does not provide grounds for transfer to real life contexts. The missing

phase that could have been of real support is collaboration. As regards this phase, the point

we wish to emphasize is that “cooperate instructions” which set forth the two fundamental

aspects of collaboration, namely: “cooperate with others” and “managing interactions”,  have

not been given much consideration in the textbook. The answer, to which almost all preceding



discussion has been leading up, is briefly the following: the textbook designers have not

borrowed the constructivist principle of generating and testing hypotheses as a process;

instead, they have put it within the limits of a learning strategy.

The lack of instruction referring to collaborative learning represents a major flaw in the

textbook as far as the sections above are concerned. Collaboration which is conducted

through  the cooperation strategy creates an environmental support favourable for learners to

work in pairs or groups to solve a problem, and model their language activities. It represents a

very important aspect of social constructivist learning set forth in Vygotsky’s zone of

proximal development.

It is, now, widely known that teamwork contributes to the development of knowledge by

creating opportunities to compare views, procedures for the sake of negotiating ways of doing

things. Interdisciplinary learning activities provide appropriate opportunities for learners to

work in teams or groups. A constructivist classroom fosters cooperation to face the

complexity of tasks which need subject-specific knowledge and cross curricular

competencies. Cooperating with others demands establishing work rules, collaborating action,

mutual support, sharing resources, and sharing responsibilities. It is, therefore, the school’s

responsibility to construct learners’ socialization which is conducive to the acquisition of the

social competency based on values as important as learners’ self-affirmation respectful of

specificities and differences, consideration for other people’s opinions, openness to diversity,

non-violence. In short, the school’s responsibility within a constructivist perspective goes

beyond the boundaries of the classroom as it has become a powerful agent of socialization.

Being itself a community which fights exclusion, a constructivist school should act as agents

of social cohesion by helping learners to learn to live in groups so as to foster the feeling of

being a member of a community.



It is thus essential that Algerian schools feel the concern to help Algerian adolescents to

identify themselves with peer groups and affirm themselves within emotional and social

development to promote the fundamental values of their identity and democracy. Under such

conditions, schools will ensure that young Algerians act like responsible citizens in a manner

commensurable with their age.

The examination of the learning process implemented in Spotlight on English Book Three

illustrated through the Listen and speak, Read and write, Do the exercises and draw the

rules sections of  File one, though not exhaustive, has revealed the designers’ orientation as

regards the adaptation of the ICON model. There is some evidence that emphasis is put on

hypothesis making on the basis of inferences. These latter have been widely appealed to in the

oral, writing, and grammar skills. The sharp distinction between the original ICON Model and

the adapted model is that the former is overarched by process whereas the latter is under the

banner of strategy.

However, in order to understand the full impact of the designers choice, we must refer to

an additional feature of the ICON Model. In this respect, we should note that the process of

hypothesis making and testing is restricted to low-order skills. To conclude, one may say that,

by escaping the ICON Model as a whole entity, and by focussing exclusively on the first three

phases, the textbook designers, ignored the impact of the phases related to multiple

interpretations, and collaboration. It is not surprising, therefore, that, because they are

deprived of the multiple manifestations of the same interpretation phase, learners remain

incapable of gaining competencies that lead to knowledge and skills transferability to other

contexts and situations. In other terms, they remain far from gaining autonomy.

To achieve autonomy, the Algerian school must, thererfore,  help learners to develop the

ability to transfer classroom learning to real life contexts for the purpose of equipping them

with learning to learn processes throughout their lives. In view of what has been said above,



we may assume that the development of cross-curricular competencies (more specifically the

intellectual competency, here) is the key to the construction of autonomy. This remains the

fundamental goal of a constructivist school as regards the interdisciplinary dimension of

curricular and textbooks.

4-1-7-Application of the ICON Model on Getting Through, the Algerian
English Secondary School Textbook
a- Analysis of unit one, Signs of the Time. (pp. 14-35): a- Project announcement p.14

Every unit begins with the announcement of the project to be dealt with by the learners.

The instruction provided on the first page, which says: “See page …and get organized before

starting the unit” states a teaching general objective for the learners to attain at the end of the

unit. This announcement of a project that should be developed later in the unit presupposes

that the learners will be trained and equipped with the necessary linguistic, methodological,

intellectual and social tools to meet the change set by the unit in terms of project.

b- Graphic illustrations p.15

Like Spotlight on English Book Three, every unit starts with a graphic illustration. The

difference, however, is that in Getting Through (SE2 Textbook, no instructional procedure on

how to use the illustration is coupled with the illustration. Teachers are left free to use the

illustration or not, and to chose the appropriate procedure in case of use.

c- Discovering language pp.16-21

This section is made of three phases: Before you read, As you read, and After reading:

-Before you read: In this phase, learners are asked to look at pictures and identify the three
sectors of economy.

-As you read: Here, learners are asked to read the text and check their answers to the question
of the previous phase. This phase deals with comprehension questions in exercise one, and
with pronunciation in exercise two.

-After reading: It is a phase which concerns Grammar practice in context. Learners are
provided with grammatical activities before they are asked to find appropriate answers and
then check them in Grammar references inserted in the end of the textbook.



Discovering language starts with the observation of the pictures inserted in Before

you read phase. Learners are asked to identify them. This is the first element of the ICON

Model. The second phase of Discovering language section, As you read, starts with reading

and checking answers (interpretation construction +contextualisation) for the question

asked in phase one. After reading, the next phase shifts from reading comprehension to

grammar (used to item) in usage. Here Again, learners are asked to hypothesise the uses of the

grammatical item “used to” and then go to grammar references provided at the end of the

textbook to check their answers. This is the second time learners are asked to hypothesise in

unit one (once more, interpretation construction +contextualisation).

The focus of hypothesis making shifts from reading comprehension to grammar. Practice

section comes next to Before you read, As you read, and After reading. It is composed of five

(5) exercises in its first part, and two (2) activities in its second part. Four of them are

sentence-based and three are paragraph-based.

In its first part, this section is composed of a variety of grammar exercises which focus

on the same grammatical item dealt with in the previous section (used to and its various

forms). This section can be paralleled with cognitive apprenticeship phase of the ICON

Model, a phase which provides learners with meaningful practice of language within a varied

contextualisation. In the first part of this practice section (exercises 1-2-3-4-5 pp. 18-19), the

textbook designers obviously aimed at the acquisition of the linguistic competence via

grammar practice in context.

In the second part of the section entitled Write it right, learners are given two activities to

practise The first one asks learners to substitute “used to” form for the wrong tense inserted in

the text. By so doing, the designers want to check whether the learners have grasped the use

of the grammatical item practised so far. Checking here does not follow hypothesis making; it



is a technique used by teachers to appreciate the progress made by their learners at a certain

stage of the unit.

The second activity deals with an election campaign. It is a role-play activity which asks

learners to write a policy statement in order to advertise their programme. The activity has a

communicative purpose as both the writer’s role and the audience (a candidate for election,

and electors) are defined. The activity is much guided in that the formats of the statement, the

grammar point to be used, and the pieces of information to insert, are provided in the

instruction.

In the second part entitled Write it right (exercises 1-2 p.19), a communicative purpose is

added to the two activities, even though too much guided. By adding activities resembling

real life situations (writing about memories in activity one, and role play in activity two), use

is added to usage.

As shown above, the practice section (pp.18-19) starts with grammar practice through

completion, correct/incorrect, multiple choice forms of exercises, with a total focus on

grammar form in the first four exercises. The next exercise (5) leaves some freedom for

learners to complete the sentences according to the provided context and their personal

choice. Exercise (5) remains, however, at the sentence level. It is not until the last activity

(p.19) that a communicative purpose is inserted.

Section Say it Aloud and Clear, (p.20) is devoted to pronunciation, punctuation,

transcription, homonymy, and homophony. Section Working with Words, (p.21) relates to the

use of suffixes.

As described above, Discovering Language, the first part of the unit, is meant to equip

learners with linguistic tools in relation with grammar, pronunciation, and vocabulary. These

linguistic items have been selected to help learners to write about habits in the present and the

past, to compare and contrast objects and situations, and to speak about intentions.



d- Developing Skills pp.22-29
d-1- listening and speaking

Developing skills is divided into two main parts: listening and speaking, and reading

and writing. The latter part is made of two sub- parts: reading and writing I and reading and

writing II.

Listening and speaking is composed of three sections. The first relates to the introduction of

“will” and “may be/perhaps” to express certainty or doubt. The first exercise, which is guided

in its form, deals with predictions using the aforementioned grammatical items. The second

item is a listening for a purpose exercise which focuses on modals that express certainty and

doubt. The third item is a listening comprehension exercise.

This first section of the Developing skills stage has a linguistic focus in relation to predictions

and the oral skill. It is meant to be an investment stage in which learners learn prediction

values of different grammatical items. The second section, entitled Your turn, is a role play

guided activity in which learners are asked to make predictions about the future,  by choosing

(1) phrases expressing certainty or doubts provided in a tip box, and (2) information from a

table. The last section is a dialogue construction on predictions again with the use of modals.

d-2- Reading and writing I

The phase stats with observation and identification of different groups of food in

exercise one, before learners are asked to link the theme to their personal environment in the

second exercise (interpretation construction). It is not after then that, the reading

comprehension section starts.

This phase focuses on reading and writing skills. Reading has a twofold objective: (1) to

introduce food in its variety and to stress on food habits in the past and he present, (2) to pave

the way for the writing section by developing, in learners, some writing techniques essential

for composition writing about comparison and contrast. The aim is, obviously, to equip



learners with linguistic skills for the design of the unit project. For that reason, techniques

such as repetition avoidance, definitions, defining and non-defining relative clauses as

information insertions, are practised before group work is organised to synthesize all this in

the form of an advertisement.

d-3- Putting Things Together (p.30)

This stage invites learners to design a project about life styles. The content of the project

is defined by the designers. It deals with the lexical and grammatical items developed in the

unit: food, clothes, and entertainment for the former, and used to, the present tense, link words

(before, until/while), will/may/might and their negatives, for the latter item.

The textbook designers remain in line with their choice of adapting the ICON Model with

a limit in its perspective. In the same way it has been developed along the unit stages, the

ICON learning perspective is restricted to the BIG version on constructivism, on one side, and

the linguistic and communicative competences on the other side. In a word, the perspective is

narrowed to language learning. The constructivist dimension of critical attitudes and of big

ideas has been neglected in the unit.

e- Where Do We Go From Here? (p.31)

This is the final step of the unit. It is meant to provide an evaluative framework to help

learners to be aware of their gains and weaknesses after they have completed the unit. The

section is composed of two rubrics: (1) the first highlights what a learner can and cannot do.

(2) The second standards against which performances are checked. By checking the outcomes

of their own language learning through self-evaluation, learners attain the multiple

interpretations item of the ICON Model. It is worth noticing, however, that the object of

evaluation is narrowed to the linguistic competence; no cognitive thinking skills related to

attitudes and social problem-solving situations are included.



4-1-8- Discussion of the results of Getting Through Textbook

a- Project announcement

Project work is announced from the outset of the unit. From this starting point, there is

evidence that the designers consider the project as a final step towards which the whole unit

leads to. Under such conditions, the unit is in line with the BIG version of constructivism

which develops, in learners, the necessary tools in terms of language, and intellectual,

methodological, and personal skills, to meet the challenge of constructing the defined project.

Obviously , Getting Through (SE2) designers remain faithful to their choice made for MS3

textbook as regards the project perspective which considers project work as a peripheral

activity, rather than the hardcore of the unit.

b- Discovering language

The textbook designers make it clear from the start, through the process of guidance and

gradation illustrated by the language practice that their choice sticks to the BIG constructivist

version of the ICON Model. Based on the premise that learners need to possess pre-requisites

before being autonomized, they resolved to develop the linguistic and communicative

competencies as necessary conditions for learning to learn.

The solution, according to us, is to combine the series of exercises and activities

presented in the aforementioned section with  the questioning for information strategy to pave

the way to interaction among peers and between learners and the teacher for the purpose of

getting additional assistance to construct arguments. Under these conditions, the Discovering

language section would show characteristics of  the cognitive apprenticeship element of the

ICON Model.

The choice made by the textbook designers is radically different inasmuch as the

collaboration phase has been completely ignored. The conclusion to which we are led is that

the procedure set forth in the textbook shows features that resemble more the structural



situational model of teaching which views language practice deprived of the communicative

dimension and  cooperative learning.

To sum up,  in Discovering language section, the textbook designers adapted the ICON

Model by using it for eliciting right answers to questions of comprehension and grammar. In

Discovering language section, they used it as a paradigm for the acquisition of linguistic and

communicative competencies exclusively.

Known as a model which embraces inquiry learning and propositions about problem

situations and issues, in other words “big concepts”, rather than discrete point of grammar,

this model needs to be given an imperative drive towards the construction of autonomous

learning. As regards the practice section, it defeats the spirit of the ICON Model. It does not

serve as cognitive apprenticeship that helps learners to question for information. The

procedure applied in the practice section espouses the structural-situational approach whose

objective is to teach grammar in context in order to add meaning to the grammatical items.

The main objective of the designers is obviously to open opportunities for learners to acquire

the linguistic and the communicative competences which are seen as prerequisites for the

construction of broader competencies such as the intellectual competency. The choice of such

a model by the Algerian textbook designers can be  explaned by the specificity of the

Algerian educational field which has been immersed in the structural trend and subsequently

in the weak version of the communicative approach. Fostered by the need to accompany both

learners and teachers in their shift to constructivist learning, the textbook designers opted for a

transitional phase. By necessity, they felt the need for teachers’ large backing for the purpose

of following  the smooth change on the one hand, and giving time for the shift from teacher-

centered teaching to learner-centered learning.

The decision was therefore to choose the BIG version of the ICON Model with some

modifications: to use hypothesis making as a strategy more than once in a unit, and to use



cognitive apprenticeship and contextualisation for linguistic and communicative practice. The

point to emphasize again is that cognitive apprenticeship and contextualisation are more

profitable if combined with collaboration and the cooperation strategy.

But important problems are still left unanswered: the transfer of skills and thinking

process from school to real life environments via metacognition and reflection, in a word, via

critical thinking. As already noted, the process of  critical thinking has been restricted to

hypothesis making and checking via inference, deduction, and prediction strategies used more

than once in the unit.  Accordingly, the Discovering Language section, which represents one

fifth of the unit, and which is composed of Discovering Language, Developing skills, Putting

Things Together, Where Do We Go From Here? and Exploring Matters Further rubrics, has

been enclosed within the limits of hypothesis making and linguistic competence acquisition.

By and large, there are two major reasons for such a limitation: first, this combination of

structural, communicative, and critical learning seems to be  imposed by the Algerian

educational field which has been anchored in the transmissionist teaching model. Second,

there is a disconnection between the present Algerian teacher profile which has always been

in line with the traditional teacher-centered approach, and the need for the adoption of a new

constructivist teacher profile which needs to be the center of an appropriate teacher

development policy.

In the pursuit of our study of the place of the intellectual competency in the Algerian

SE2 textbook, the question that arises is whether the Developing skills section, which comes

next to Discovering Language section, will concern itself with the two missing important

stages of the ICON Model namely, the multiple interpretations, and the multiple

manifestations which give the lion share to the process of transferability to real life contexts.

For purposes of discussing this significant aspect, then, we must examine the aforesaid section

in much the same way.



c- Developing Skills section

Although the former section reveals linguistic and communicative items different from

the ones distributed in the latter section, it is obvious from the outset that the Developing skills

section is not dissimilar with the Discovering language inasmuch as both sections

demonstrate language-based teaching. Accordingly, there exists no reference to transferability

of knowledge and skills to real life contexts.

- Listening and speaking/Reading and writing

As regards the oral and writing skills, he textbook designers supported guided and

graded cognitive language practice, at the expence of intellectual or inquiry skills. In other

terms, they have been interested more in what learners should know rather than on how

they come to know.  Radically different from meaningful guided practice is inquiry-based

learning which is placed within an individualistic vein. Accordingly, to trigger thinking

habits, major types of questioning as those suggested by Dennie Palmer Wolf should be

practised. The author stresses the need to equip learners with a range of questions types. First,

they have to be trained to go beyond immediately available information by using inference

questions type; second, they have to understand the consequences of information or ideas by

responding to interpretation questions; third, they have to show capacities in taking their

knowledge to new places through transfer questions; fourth, they should demonstrate abilities

in predicting and testing answers to questions by learning to use questions about hypotheses.

As regard observations that can be made about the approach utilized in SE2 textbook, our

findings show clearly that, except the use of hypothesis making at the outset of every unit, and

in some activities, Palmer Wolf’s constructivist perspective has not been implemented and

utilized as a process of thought inserted in learners’ thinking attitudes; instead, it has been

limited to brainstroming purposes, and lesson starters via likages between the new and

background knowledge



A good illustration of the adaptation of the ICON Model into a strategy can be found

in  the last activity of the Reading and writing I phase where learners are requested to write  a

composition. The activity proposes to lead them to text writing on the basis of  comparison

and contrast development. In much the same way as the one developed in the foregoing

paragraph, learners have been guided throughout in their composition writing. Clearly, the

major objective is to equip learners with a text development technique for the purpose of their

project design. In this manner, two sub-objectives can be reached:  (1) to provide a

methodological framework for specific essay writing and (2) to provide linguistic tools

(comparison and contrast words) to complete the task. We do not ignore the fact, however,

that as regards the methodological competency as defined in the constructivist perspective of

the ICON Model , the questions inserted as guide lines in the body of the text (p.27), which

refer, all, to wh-question type,  are far from pertaining to critical thinking objectives.

It is now commonly acknowledged that to practise critical thinking questions, from the

outset, remains a big challenge for learners and teachers alike, especially in transmissionist

oriented schools. The reason behind such hard shift lies in the difficulty to carry out a radical

change in a school-community system that has always been based on  the transmission model

of education.

It must be noted that the Algerian school community has little experience in developing

information processing and problem-solving skills. Choosing content to interest learners and

motivate them in their quest to construct individual learning cannot work if it is not coupled

with the development of critical thinking skills. And this is one of the significant objectives

set forth by the Algerian reform which needs, however, a teacher development policy (see

chapters 7 and 8 of our thesis) in line with the objectives of the reform.

The conclusion to which we are led with regard to the textbook design in the climate of

the educational reform is that the ultimate goal is put under the influence of Baccalaureate



exam which demands effective and immediate results. It is widely known that the exam

suffices itself with the language aspects related to reading comprehension, and composition

writing; limiting assessment to the appropriate linguistic, communicative, and methodological

skills in relation to text writing.  Of the importance of the linguistic, communicative, and text

development aspect of language learning, there can be no doubt. Our belief, however, is that

critical thinking skills which illustrate the intellectual competency should not be ignored. The

alternative in this respect becomes obvious if we consider the fundamental goal of the reform

which is to construct learners’ autonomy by providing cognitive attitudes to meet problem-

solving situations which are not limited to the school environment.

As concerns the multiple manifestations item which represents the final step of the

ICON Model, the textbook designers propose a series of texts revolving around life styles, the

main theme of the unit. Among the questions of interest that might be asked as regards the

ICON Model orientation is: does the final step, as implemented in the textbook, lead to

knowledge and competencies transfer to contexts of real life? The answer, to which the types

of activities have been leading up, is briefly that these multiple manifestations refer

exclusively to the theme of the unit and the project work. We have noted that this sequence

has not taken into account the linguistic and/or the communicative competencies which

remain the core of the unit. In other terms, they have not been used as pre-requisites for  the

use of higher-order skills for the purpose of transfer strategies building.

Another point which deserves attention  is the fact that designers have not felt  the

need for expliciting appropriate  instructions for teachers or learners to follow. They state that

there is no particular reason to guide learners and teachers in their way to the oral and writing

skills. In Where Do We Go From Here? stage, for example, they write: “students will get

the opportunity to learn more about the topic dealt with through extensive reading”

(B.Riche2006-2007:V). This disjunction between the main target of the unit as settled by the



designers and the objective of the multiple manifestations stage reveals a misconception in

methodology. Besides, this choice in approach as concerns instructional guidance contradicts

the designers position adopted for the development of the oral and writing skills on the one

hand, and their preference for the weak version of constructivism, on the other hand.

The incongruities displayed by this final stage in terms of course conception as far

as the ICON Model and constructivism are concerned, call into question the relevance of the

textbook designers’ objective put in the unit; objective primarily concerning the linguistic

competence, and to a certain extent the communicative competence, without an appeal to

metacognition and critical thinking. By and large, it should be noted that the procedure

implemented in the textbooks  is not in line with the implementation of the learner-initiated

integration type of syllabus.

Conclusion to part one

Part one of our thesis has dealt with the construction of learners’ personal and social

competencies, in other terms, learner’s identity. We have attempted to examine personal

competencies by highlighing the cultural frame of reference serving for the learners’

development of their identity and moral education through respectively the acquisition of the

communicative intercultural and ethical competencies. In the first chapter, we have shown

how the textbook designers (in MS1-MSE1, MS2-MS4 textbooks), viewed cultural education

in the Algerian School. We applied Byram et al’s criteria of analysis based on explicit and

implicit types of cultural material.

The results show high occurrence of explicit cultural category, at the expense of

implicit cultural category. We have no quarrel with the use of explicit cultural material in

language learning but this predominent didactic feature in cultural material makes it hard for

learners and teachers alike to develop reasoning skills. Another characteristic feature which

throws light on the difficulty of constructing intercultural awareness is the little attention



devoted to “Us vs Them” category; a category based on comparison and contrast between

instances of learners’ local and national cultures and international and universal cultures.

In the secondary education we attempted to examine the procedural aspect of the

cultural materials on the basis of a threefold analysis: Topic, characterization, and setting. The

analysis has been conducted on the basis of (1) diversity of materials in terms of local,

national, international and universal types of culture; (2) authenticity of materials, and (3)

overt and covert aspects of cultural material . Our conclusion shows an unbalanced picture in

the distribution of the three cultural components inasmuch as, at the topical level, emphasis

has been given to the universal culture whereas local culture predominates in characterization.

A similar discrepancy prevails in the setting dimension. Prominence is granted to texts

deprived of settings, probably to accommodate scientific streams. Added to this, little

attention is directed to the local, target and foreign cultures. As concerns the setting

dimension used in the broad areas of learning, the cross-cultural approach seems to gain

ground in the textbooks, offering therefore more opportunities for the construction of

learners’openness to the world.

In the second chapter, we have been concerned with the reflective and affective

competencies on ethical issues. For the purpose of analyzing the type of orientation allowed

to the English language secondary school course, we borrowed Jack Zevin’s paradigm related

to didactic, reflective, and affective approaches. The results of our investigation reveal that

the designers assessed choices of an integrative approach to the three categories favouring the

acquisition of values and beliefs, but neglecting the use of higher-level instruction which

constructs learners’ critical thinking and ethical competence. We have also remarked that,

except for the SE3 textbook specific unit devoted to ethics (unit two: Ill gotten gains never

prosper ), the affective goal, which is essential in the construction of the ethical competence,



and which develops learners’ value judgment, remains subsumed to the didactic, and to some

extent to the reflective dimensions.

The third point that deserves attention relates to the imperfect balance among the three

categories. The course direction seems to support Jerome Bruner’s two first dominant models

of modern pedagogy (teaching through example and demonstration and from didactic

exposure through facts, principles, and rules). In sum, the behavioral aspect of ethical

education is privileged over the reflective and affective aspects (learning through doing).

The didactic orientation chosen by the designers for the construction of the ethical

competence raises the question of whether the procedure will respond to the constructivist

perspective underlying the competency-based approach. In other terms, are the large claims

that relate the Algerian ELT reform to the constructivist tend substantiated in spite of the fact

that the didactic dimension espoused by the textbooks seems to defeat the main objective of

the reform which is to help learners to construct their autonomy in order to integrate the

“global village” and to be able to cope with the complexities of the modern world? One

possible answer to this question is provided by Jean Piaget (1973: 125) who states:

On the whole, whether it is a question of education of the mind and intellectual functions, or
of education of the ethical conscience, if the ‘right to education’ implies that it envisions ‘full
development of the human personality and…the strengthening of respect for human rights and
fundamental freedoms,  it is important to understand that such an ideal cannot be attained by
any of the common methods. Neither the independence of the person, which is assumed by
this development, nor the reciprocity that is evoked by this respect for the rights and freedoms
of others can be developed in an atmosphere of authority and intellectual constraints. On the
contrary, they both imperiously demand a return by their very make-up, to the ‘lives’
experience, and to freedom of investigation, outside of which any acquisition of human values
is only an illusion.

In other terms, as it has been assumed above, the right drive to a true education should

be rooted in the constructivist principles of critical thinking and reflection, personal

experience, individual autonomy, and respect for the difference. In this manner, learners

acquire the ability to “decentre”, build their openness to the world and become responsible

citizens of the world.



In chapters three and four, we started our investigation about the interdisciplinary

dimension in the Algerian English Language Learning syllabi and textbooks. We advanced

some reasons for the construction of competencies through using higher-order skills to

develop learners’ autonomy. In our study of the MS3 and SE2 syllabi and textbooks, we

brought evidence on the use of broad areas of learning in both MS3 and SE2 textbooks.

The conclusion to which we are led with regard to their content is that a diversity of

broad areas of learning have been designed in line with the constuctivist orientation. In

addition, the four key competencies (communication-related, intellectual, methodological, and

personal and social) have been distibuted, even though in an unequal manner, in every unit.

As regards the process, the main purpose of our examination has been to look rigourously at

the use of critical thinking paradigm in both textbooks.

For that purpose, we borrowed the Black and MacClintock Interpretation Constructivist

Design Model (ICON) to see the extent to which inquiry based learning (intellectual

competency) constitutes the core feature of the learning process in Spotlight in English Book

Three (MSE3), and Getting Through (SE2). We observed the way the ICON model is

implemented in the Middle School textbook sections and rubrics., and the Getting Through

first unit. We analysed illustrations and the presentation phase following the designed tasks

one by one, and rubric after rubric.

Our investigation has shown that the designers have adapted the ICON model and

restricted its use  to “generating and testing hypotheses”; in other terms, they reduced it to

what Peirce calls retroduction. We showed that the ICON model has been implemented to

serve as a learning strategy rather than as a learning process.

This pedagogical option in English Language Learning in the Algerian textbooks can be

explained by the difficult shift that could be made from a traditional subject-specific

curriculum which had been in use in the Algerian Schools for a long time, to an integrated



curriculum. Kathy Lake (1994). NWREL, shares this type of option when she states: “Rather

than move from a traditional, subject-specific curriculum to an integrated curriculum in one

sudden sweep, schools find more success when they make gradual changes, making sure that

everyone involved feels a sense of ownship of and commitment to the change”. When

adopting such a view, learners and teachers prevent themselves from following unproductive

paths

Some remarks deserve, however, much attention in terms of course objectives and

methodology. In this respect, both textbooks adapted the ICON Model for the sake of

equipping learners with the linguistic competence, neglecting, then, the field of critical

thinking attitudes which construct autonomy. A good illustration of this feature is the learning

environment provided in the textbooks activities which are not purposive of questioning for

information and cooperation. Besides, the stages of multiple interpretations and

manifestations are rarely attained, leaving little opportunity for knowledge transfer to real life

contexts.

As regard gradation, our belief is that gradual changes could have been inserted in SE2

textbook where the objective of the course could have been extended to the construction of

learners’ own processes of knowledge through reflection and intellectual skill getting.

Knowledge construction, even processed within a traditional paradigm, as it seems to be the

case in the the Algerian school, requires the use of the multiple interpretations and

manifestations stages along with the weak version of the ICON Model, namely the BIG

constructivism which gives teachers the opportunity to model learning according to learners’

interests by combining linguistic and communicative gradation to construct  autonomy.

No  less significant are the results of our investigations with regard to syllabi and

textbooks consistency. The results yielded from our examination show that MS3 and SE2

textbooks reflect MS3 and SE2 syllabi. One of the notable features of the teaching process as



identified in our study is, however, that the didactic category is given the lion share in both

textbooks.

The same cannot be said categorically of the intellectual competencies which have not

gained preferential treatment in the textbooks inasmuch as  they have been reduced to

strategic entities.  Of the importance of resorting to critical judgment and creativity,

particularly with regard to the constructivist orientation, there can be no doubt. The point,

however, we wish to point to, is the disregard constructivist features of course design.

This prevaling lack in constructivist direction, does not, however, oppose the curricular’s

orientation in terms of  “Apprentissages propres à la discipline” which restricts learning to the

linguistic competence. In their attempt to emphasize the development of the linguistic

competence, curricular designers  made no reference to communication-related cross-

curricular competencies although “l’esprit critique” is mentioned in MS3  preamble, and

“objectifs linguistiques et de communication, objectifs méthodologiques et technologiques, et

objectifs socio-culturels” are inserted in the SE2 curriculum without giving clear directions.

On the basis that one among the didactic, the reflective, or the affective goal should be

dominant in directing the path in a course, Algerian syllabi and textbook designers have

chosen, obviously, to chose the didactic direction as an overall goal that stresses a didactic

purpose; the reflective purpose, being used as a peripheral objective.

This choice seems to be motivated by the Algerian educational realities which have been

anchored in the transmission model of learning. The designers of the Algerian English

language syllabi and textbooks seem to share Kathy Lake’s view which favours gradual

changes and disregards sudden shifts that discourage learners and teachers alike.



Part Two:

The Learner-Involvement and Teacher-Support

syllabi: Their implementation Towards the Learner

and Teacher Autonomy in the Algerian School



Introduction

In part two, we shall highlight the processes implemented in the Algerian School in

terms of learner-involvment syllabi and textbooks, and teacher-support syllabi in order to

understand the construction of the educational syllabi which constitute the core trait of part

one of this dissertation. These types of syllabi are meant to construct learners’ autonomy

through “learning by doing”.

For the purpose of discussing the concept of learner-involvment syllabi and textbooks,

we have appealed therefore to “learning by doing” as a major feature of a constructivist

approach to learning, a concept we have already introduced in the previous chapters of our

thesis. We shall attempt to explore, in the first two chapters of part two, the implementation of

task-based and project-based learning principles in the Algerian textbooks within the

framework of the recent education reform. We shall first develop the theoretical premises of

the task-based and project-based learning and then try to give an illustration from the second

year secondary textbook, Getting Through.  Our interest in the exploration of task-based and

project- based learning in the Algerian syllabi and textbooks springs from the new orientation

of the educational reform policy. The methodology underpinning this reform appeals to the

use of tasks and projects as instructional procedures/processes to develop learners’ linguistic,

communication-related, intellectual, methodological, and social and personal competencies

which have been regarded as the main learning outcomes by the Competency Based Approach

(CBA). As such, they are considered to be the matrix of the constructivist learning process.

It is now widely known that task-based and project-based learning represent an

alternative to the traditional teaching procedure known as Presentation, Practice, Production



(the three Ps) (Willis, J. 1998); a procedure which prevailed in the Algerian School, in ELT,

until the 80s. The post-independence period witnessed the adoption of the GTM ( Grammar

Translation Method) as the main educational trend before a shift to the audio-lingual method

was made, highlighting the mechanistic procedure in language teaching. The eighties

witnessed a new change in methodology inasmuch as the structural-situational approach,

which was in vogue at that time, replaced the behaviourist orientation in education, giving

ground to teaching language within meaningful context.

In the late eighties, however, thanks to the advent of the communicative approach ,

new teaching procedures were introduced in the Algerian educational field. This brought a

fundamental change in teachers’ practices. It was not surprising, then, that teachers found it

hard to follow the change, a difficulty due to the traditional nature of the teacher-training

policy adopted by the educational authorities at that time. Consequently, it was very hard for

teachers to escape the transmissionist procedures they were used to without much

accompaniment with teacher development policy.

In order to understand the full impact of task-based and project-based learning in the

Algerian field of education, we must bring to the fore the objectives set for each of these

categories of learning. As contrasted with the task-based learning which targets mainly the

development of learners’ communicative competence, the project- based learning aims at

developing learners’ cognitive, personal and social, and methodological competencies. The

project- based approach targets, therefore, broader objectives than does the task-based

approach inasmuch as it aims to develop the interdisciplinary competencies which are

constructed through cognitive and social skills (Fleming, D.2000) on the one hand, and

cooperative learning and risk-taking, on the other. Yet, it remains true that both approaches

keep in line with the constructivist perspective since they develop learners’ individual

potential in terms of communication-related competency, and intellectual, social and personal,



and methodological competencies. There is an additional reason why they are constructivist in

essence, they are implemented through doing and problem-solving processes.

It is worth referring to the interdisciplinary category which is regarded as a dominant

aspect of constructivism because it gives grounds for the use of the “learning by doing”

approach by providing complex issues that encourage learners to make connections between

what they learn at school, their everyday lives and present-day social realities. Placed side by

side, broad areas of learning and cross-curricular competencies call for the construction of

integrated learning and multidisciplinary responses on various sorts of knowledge. In

accordance with this view, Phillipe Perrenoud (1996) writes that to achieve competency

development, one needs to appeal necessarily to learners’ involvement in thinking about

problem-solving situation issues or ill-defined situations, with the intention of using their

experience of the world.

One of the chief goals that has been given due concern in the Algerian ELT curricular

relates to the connection between school and society. In this respect, “learning through doing”

practice has an important influence on the way learners encounter life problems. It helps to

bridge the gulf that separates school practices from societal activities. This fundamental

aspect has been given prominence by the Algerian National Commission in charge of the

curricular. The commission states particularly: “En étant également axée sur la résolution de

problèmes, elle (la méthode) réduit l’écart entre la vie scolaire et la vie réelle” (2004:11). In

much the same way, the second year secondary teachers’ book showed a particular interest for

task and project-based learning. It especially writes: “the project is the final task, and it is the

most complex one cognitively” (2006:7).  In this respect, it is interesting to note that in spite

of the different procedures accompanying the aforesaid approaches, task-based learning and

project- based learning can be considered, to a certain extent, similar in their way of

developing competencies. What seems important to note is their use of the problem-solving



process, even though both categories approach learning from different perspectives

(Richards,J. and Renandya, W.2002:93) .

In chapters five and six of part two of this thesis, we intend to investigate the issue of

task and project-based learning to explore the implementation of task and project-based

learning principles in Getting Through, the Secondary School Algerian textbook, before

dealing with teacher-involvement policy in chapters seven and eight. In the former chapters,

we shall inquire into the approach which has been given prominence by the syllabus and

textbook designers to find out whether it is in line with the WIG or BIG type of

constructivism. In the latter chapters, we shall examine the Algerian teacher education policy

to see whether it is in line with the spirit of the reform.

Chapter six is devoted to project-based learning. Our intention is to inquire into the

project approach which has been adopted by the syllabus and textbook with respect to project

criteria. We shall examine the textbook projects to ascertain the place given to the project-

based approach in the textbook. In this respect, we shall determine whether it plays a  central

or peripheral role in the curriculum and textbook alike. The additional reason of our inquiry

lies in the orientation set forth for the project approach. For this purpose, we shall seek  the

communicative and research goals inserted in the manual. With this in mind, we find it of

particular interest to take a full notice of a theoretical overview on task-based and project-

based learning, before conducting a detailled inquiry into the issue.



Chapter Five : Learner-Involvement Syllabi: (1)Task-Based Learning

I- Review of the literature: Task-Based Learning: From Communicative Language
Teaching (CLT) to Competency-Based Approach (CBA)

Chapter five, which deals with task-based learning, draws on both the type of activity

which has been given prominence in the unit, and the process which frames the lesson. At the

outset, we shall see whether the unit follows the traditional three-phase procedure:

Presentation, Practice, Production, or the three-stage constructivist procedure encompassing

“pre-task”, “while-task”, and “task” stages. Then, we shall draw a distinction between

exercise, exercise-task and task-based activities in relation to textbook design to infer the

textbooks’ types of activities and the designers’ pedagogical model, the communicative or the

constructivist. Our objective is to ascertain the extent to which Getting Through departs from

the structural model and reflects the constructivist orientation of task-based learning, which

constitutes a good illustration of the implementation of Competency-based approach in its

four areas of competency: the intellectual, the communication-related, the social and personal,

and the methodological.

Among the questions that might be asked as regards the evaluation of syllabi

orientations and textbook contents and procedure, are which aspects to evaluate? Shall we

suffice ourselves with thematic investigation or shall we interest ourselves to activities as

well? In this respect, a fairly obvious distinction between methodology and syllabus design is

drawn by David Nunan (1989).  The author believes that the former is concerned with the

selection and sequencing of learning activities whereas the latter relates to the selection and

gradation of content.

Content and selection and the sequencing of linguistic materials constitute the two

areas of our investigation whose aim is to determine whether the methodology underpinning

the Secondary School syllabus and Getting Through shows elements of constructivism and

the CBA. In other terms, we shall conduct our analysis to find out whether content or input



factors on the one side, and learner and activity factors, on the other side, relate to the

structural or the constructivist perspective.

If we accept this traditional distinction, there is enough evidence that tasks are

considered as part of methodology. Precisely, as concerns methodology, the sharp distinction

between a structurally-based syllabus, and a functionally based one, lies in the gradation of

materials. With respect to this aspect, the former reveals a linear gradation and a restriction to

language structure, whereas the latter shows a more subtile and more complicated type of

gradation which encompasses  both content and functions.

For David Nunan, the most effective manner is working out content (learning

outcomes) and tasks (the means to reach those outcomes) in tandem. According to this view,

there is a particular reason to expect a syllabus design framed in terms of tasks. Added to this,

the author proposes that such grading should take into account three major types of factors:

input factors, learner factors, and activity factors.

a- Input Factors

Input factors are regarded as essential elements in the organisation of a syllabus.

There are, however, certain observations that can be made regarding the gradation of the

input. Sharp differences do exist between major types of syllabi. With respect to this point,

the level of complexity of the data serving for content design and language practice

constitutes a basic element for gradation in a linear syllabus. Because it is structurally based,

this type of syllabus shows a gradation of linguistic items which are graded from easy to

difficult, from known to unknown, from simple to complex. This is the type of progression

which was in vogue in the Algerian school during the perod prior to the reform.

The reason behind such a choice was the  acquisition of knowledge and linguistic

competence. Radically different from the structurally-based approach, as regards  syllabus

organization, is that of the competency-based approach. Because the competency-based



approach targets the development of the intellectual, methodological, personal, and social

competencies, a linear programme, whose aim is the acquisition of the linguistic competence,

remains too limited inasmuch as input factors, viewed from a structural perspective, become

irrelevant in the organisation of a constructivist syllabus or a textbook. It follows that, in

contrast to the structural trend, CLT and CBA present a more sophisticated syllabus design

which articulates around learners’ needs.

Both approaches grade the linguistic materials in a cyclical way. The sharp distinction

between the two is, however, that CLT aims at the acquisition of the communicative

competence which limits itself to the use of language for communicative purposes, whereas

CBA develops intellectual or cross-curricular, methodological, personal and social, and

communication-related competencies. In sum, CBA encompasses the communicative

competence.

b- Learner Factors

Contrary to the more traditional pedagogical approaches and methods (the Grammar

Translation Method- the Audio-lingual Method – the Direct Method – the Structural

Situational Method), the communicative approach targets learners’ needs and cognitive

abilities which differ from one individual to another. This explains the cyclical process of

content and learner/learner and learner/teacher interaction underpinning the communicative

learning process.

Unlike the latter, the traditional perspective highlights the acquisition of the linguistic

competence. In this traditional trend, learners are considered like empty vessels that should be

filled in with knowledge. Under such conditions, learners should remain receptive in order to

grasp what had been decided, planned, and organised by the educational authorities. This is

not the case of the  Communicative Language Learning and the Competency-Based

Approach.



These two approaches  put learners at the centre of the teaching activity. As a result,

learning is no more predetermined but it is designed according to learners’ needs.

Accordingly, so much consideration is put on factors such as confidence, motivation, prior

knowledge and experience, learning pace, and cultural awareness. The disconnection between

CLT and CBA, however, as mentioned above, is that the former is limited to the acquisition

of language for the purpose of communication in society, in other words the acquisition of the

communicative competence, whereas the latter approach extends learners’ autonomy by

developing their intellectual, methodological, personal and social, competencies.

c- Activity Factors

Activity factors concern teaching/learning procedures/processes. It should be observed

that a structural syllabus follows out either a linear organisation of content built either around

drills (the Audio-oral Approach), or exercises (the Structural situational Approach). The

former approach substantiates mechanistic procedure, and views teaching as a linear

procedure. As concerns the latter, it concentrates on meaningful activities. The

Communicative Approach, for its part, appeals to learners’ use of cognitive abilities and

language functions for the purpose of communication.

Within the scope of task-based learning and lower-order and higher-order thinking

skills, the influence of activity factors has engendered a new dimension in language learning.

In this respect, the use of tasks embedded in problem-solution situations generated active

involvement of learners leading to the development of their autonomy.

Viewed from the perspective of constructivism, higher-order skills show more

complexity as they work for the transfer of knowledge acquired at school to the social sphere

of the learner. Bearing this in mind, it is prudent to say that constructivism and the

competency-based approach recommend also the use of lower-order skills which remain

prerequisites in the process of reasoning. The combination of both lower and higher-order



skills frame the task-based approach. In sum, the use of  task-based learning which is

considered as an approach that organizes learning around thinking skills and “learning by

doing” to provide the growth for the construction of competencies for the purpose of

encountering real life contexts.

Until recently, the Algerian school, as far as English language teaching is concerned,

has been deeply rooted in the mechanistic, the structural, or the weak version of the

Communicative Approach. It is a truism to add that the objective of the two former

approaches is the teaching of the linguistic competence, whereas the goal of the latter

approach remains the acquisition the communicative competence. The big shift to the Task-

Based Syllabus in the Algerian School within the framework of the reform movement brings

therefore a radical change in English language learning procedure and objectives.

Before giving definitions of a task, and to take full notice of the distinction among

different types of language practices, what seems to be needed is little short of an acute

examination of the differences between a drill, an exercise, an activity, and a task for the

purpose of relating the present reform to the methodology which preceded it in the Algerian

system of education. We shall particularly draw our intention to the shift imposed by the

constructivist trend on the Algerian school as regards classroom practices in line with the new

methodology.

In an effort to situate classroom practices within their respective methodologies, it is

worth reminding of the differences among a drill, an exercise, and an activity. A drill is a way

of learning by means of repeated exercises; an exercise is an activity that is designed to

achieve a particular result; an activity is a thing that is done in order to achieve a particular

aim.  On the basis of these definitions, and along with the definition of a task, we provided

previouly, we can understand that a drill, an exercise, and a task can be overarched by the

term activity.



Two other additional distinctive elements are the purpose and the process specific to

each type of activity. We must distinguish between a drill whose aim is the mastery of

grammatical patterns within the process of repetition and memorisation, and an exercise

which is conducive to the attainment of grammatical mastery in a meaningful context.

Different from the two activities above, a task has for ultimate goal the acquisition of the

communicative competence.

This distinction in activity types corresponds to Prabhu’s (1997) classification which

provides a threefold dimension: Form-focused activity, Meaningful activity,

Meaning/focused activity. A form-focused activity is an activity in which learners are busy

repeating or manipulating given forms, or constructing new forms on the model of those given

to them; a meaningful activity is an activity in which learners repeat, manipulate, or

construct language forms with a focus not only on the forms themselves but on the meanings

or contexts which are associated with them as well. A meaning/focused activity is an activity

which focuses on learners’ understanding, extending, (e.g. through reasoning), or conveying

meaning, and coping with language forms as demanded by that process. Attention to language

forms is thus intentional and not incidental to perceiving, expressing, and organising meaning.

It results from the explanation provided above that a drill corresponds to a form-

focused activity, an exercise to a meaningful activity, and a task to meaning/focused

activity. The sharp distinction is provided by David Nunan (1989) who indicates that

exercises have purely language related outcomes, while tasks have non-language related

outcomes as well as related ones.

Of the importance of task particularly with regard to task-based learning within the

competency-base approach, there can be no doubt. Yet, the diversity of defining features of

this concept has important influence in the way its implementation is percieved.  All

specialists in the field agree, however, that a task can be defined as an activity which has a



purpose/goal in the pedagogical context in which it occurs (the classroom) or in any other

societal context. In this respect, Jane Willis (Quoted in P. Skehan., et al., 2001: 09) states: “By

task, I mean a goal-oriented activity.” The same statement holds true with regard to John B

Carroll (ibid) who defines a task as “any activity in which a person engages, given an

appropriate setting, in order to achieve a specifiable class of objectives”.

In the specific field of language teaching/learning, the objective of a task “goes

beyond the practice of language for its own sake” (Richards et al, Cited in D. Nunan,

1989:06). Language use (communication) is given primacy over language usage (form)

(Widdowson). Said differently, tasks should be considered as pedagogical activities which

aim at achieving non-linguistic outcomes and improving learners’ language proficiency. What

has become increasingly clear is that this definition of task goes farther than the objective set

by the traditional approaches to language teaching, objective which is restricted to the

acquisition of the linguistic and the communicative competence.

Up to the recent period, the Algerian foreign language policy has susbtiantiated the

linguistic competence which culminated later in communicative learning. The field of

education has been characterized, therefore, as having a central emphasis on linguisctic and,

to some extent, communicative learning objectives.  It is these intentions that accompanied

the Algerian English Middle School Spring Course in the late 80s and 90s, which showed

some charateristic features of  the weak version of the communicative pproach to language

learning.  Chief among the objectives set forth was the enforcement of the acquisition of the

linguistic competence as a prerequisite for the acquisition of the communicative competence.

The choice was motivated by the necessity to make a smooth transition from traditional

language teaching to which the Algerian teachers had been used to, to communicative

language learning which demanded a complete change in objectives and procedure, on the

part of the teachers, and an active participation on the part of the learners.



In our attempt to capture the importance of task-based learning, we feel the need to

clear the ground of the traditional confusion about task types. A detailed investigation in the

field shows the existence of a diversity of task types. Accordingly, we have noted a sharp

distinction between “real-life tasks” and “pedagogic tasks”. In conformity with this

distinguishing feature, Peter Skehan (2001) defines “real-world tasks” as tasks where

language is used essentially for the purpose of communication. Different from this, he adds

that  “pedagogic tasks” are tasks where language is used for the purpose of language teaching.

David Nunan seems challenging this view. According to him, a “real-world task” is “a

communicative act we achieve through language in the world outside the classroom” (Nunan.

D:1989:38), and a “pedagogic task” is “a piece of classroom work which involves learners in

comprehending, manipulating, producing or interacting in the language while their attention is

principally focused on meaning rather than forms. They have a non linguistic outcome” (ibid:

40). Following Nunan’s definitions, it can be said that the communicative activities designed

in textbooks for the purpose of classroom practice are “pedagogic tasks” whereas the projects

that should be performed outside the classroom are “real-world tasks”

Another aspect of “task” agreed upon by most scholars’ lies in the process through

which the outcome may be reached. They believe that, once committed to a task, learners

engage in a necessary process of thought for the purpose of a communicative outcome. On the

same grounds, Michael Dummett (in Basil Blackwell, 1989:211) writes: “there must be an

adequate outward manifestation of understanding, consisting in a complex interplay between

linguistic exchange and related actions (…) that the significance of an utterance lies in the

difference that it makes to what subsequently happens.”  Among the advocates of this task-

based approach which bases its principle on learning through doing, one can mention Noam

Prabhu and David Nunan who provide the following definitions:



1-An activity which required learners to arrive at an outcome from given information

through some process of thought and which allowed teachers to control and regulate that

process was regarded as task. (Prabhu. N, 1987:23)

2- A task is a piece of classroom work which involves learners in comprehending,

manipulating, producing or interacting in the target language while their attention is

principally focused on meaning rather than form. (Nunan. D, 1989:11)

The same authors insist on the fact that a task is an activity that offers learners the

opportunity to tackle a communicative problem comparable to real world activities, and

develop their communicative competence and cognitive skills through a problem –solving

process. By including problem-solving and the transfer of the communicative competence to

the outside world, this conception of task encompasses constructivist principles of learning.

Peter Skehan (1998), for his part, defines a task in terms of meaning, a communicative

problem to solve, similarity with a real world problem, an incomplete entity, and outcome in

its assessment.

To deepen the definition of a task, one needs to throw attention onto the specifications

of its components. Different features of task have been highlighted by theoreticians. Shvelson

and Stern (1981), for example, divide a task into content, materials, activities, goals, students,

and social community. Additionally, Candlin (1987) picks out other features as: input, roles,

settings, actions, monitoring, outcomes, and feedback. Wright (1987), for his part, views a

task as input data and initiating questions. David Nunan (1989:48) highlights six major

components in a task: goals, input, activities, teacher role, learner role, and settings. He

relates goals to the intentions which back up any learning task. He classifies goals into three

categories: communicative, cognitive, and affective. The first relates to the exchange of

information, ideas, feelings, opinions etc. The second is linked to the learners’ development of

high-order skills. The third deals with the socio-cultural learning contexts. By input, Nunan



means the authentic data provided to learners to practice language the way it is dealt with in

the real world. According to the same author, activities refer to learners’ language practice

with the provided input and learners’ feedback. Activities are characterised by three main

features: Authenticity, skill getting and skill using, Accuracy and Fluency.

Authenticity, according to Candlin and Edelhoff refer to text, goal, task, and

environment. For Kennet Croft (1972:95) authentic materials are those which “involve details

of customs, behaviour and attitudes typical of the foreign culture.” These types of materials

help to practise and manipulate language in a communicative way inasmuch as they offer

communicative contexts similar to those of real life.

Skill getting and skill using represent two kinds of activities: those designed for

classroom practice (skill getting), and those designed for language transfer and the production

of communication in the real life environment (skill using).

Accuracy and fluency refer to types of activity. Relying on Noam Prabhu’s

classification of activities, Nunan cites three types of activities:

Information-gap activities: Keith Johnson relates this type of activity to the presence

of doubt  He writes: "the concept of conveying information involves a notion of doubt”.

Similarly, Lyons  (1968 : 413) (cited in Brumfit & al, 1986 : 200) says :

If the hearer knows in advance that the speaker will inevitably produce a particular utterance
in a particular context, then it is obvious that the utterance will give him no information when
it occurs; no “communication” will take place. (…) It is the absence of this element of doubt
in much language teaching which makes it non-communicative.

To communicate is to bridge the information gap. An information gap activity is one

in which role A has information which role B has not. So information can exist only if there is

a doubt because, as Cherry (cited in Brumfit, C.J., and 1986: 202) writes “ a doubt implies the

existence of alternatives – where choice, selection or discrimination is called for. (…) thus if

we create classroom situations in which the students are free to choose what to say, the

essential information gap will have been created.”



Reasoning-gap activity is an activity which involves mind processing through

inference, deduction, reasoning, and associations of patterns or relationships (Prabhu 1987).

Opinion-gap activity it is an activity which asks for learners’ opinions, ideas, and

arguments about a given issue.

William Littlewood, for his part, classifies activities in terms of form or meaning. For

that purpose, he provides a continuum to categorize activities according to their degrees of

focus on form and/ or meaning. He starts from learner’s role which plays a central role when

carrying out an activity which demands the use of cognitive abilities. The learner has to

analyse, select, organise…In other words, he has to use high order skills to develop

appropriate strategies to learn language communicatively. Then he adds teacher’s role within

the learner-centred teaching paradigms whose aim is to help learners to communicate. The

teacher’s role has to shift from that of an orchestra leader who conducts the lesson, and

controls the learners’ language behaviour, as it happens in the teacher- centred approaches

which the Algerian School adopted before the launching of the reform, to that of a facilitator

who guides the activities, monitor learners’ cognitive processes and language use while

dealing with activities.  Nunan ends his continuum with the appropriate settings which refer

to classroom management and the outside classroom social, economic, and cultural

environment necessary for the completion of given tasks.

Clearly, it is, we think apparent that the definition of task is mainly closely related to

communicative teaching and learning, and problem-solving. Most authors we referred to, to

define a task, limit their definition to what Widdowson calls language use, or communication.

This dimension of language learning is labelled communication-related competency in the

Competency-Based Approach. And this type of competency represents only one among four

categories of competencies targeted by the CBA in language learning. It is worth mentioning,

here again, the three others: intellectual, methodological, and personal and social



competencies. They are developed by the Competency-Based Approach, within the

constructivist trend. Our reference to tasks, in our present dissertation, is therefore limited to

one type of competency, the communication-related one. The other three types of competency

will be be given due concern with reference to other paradigms, in the different sections of

this dissertation.

Task and Procedure

There is an additional dimension which needs to be noted: the task-based framework

which refers to the learning procedure. According to Jane Willis, the procedure as regards a

task, encompasses three stages which are: pre-task, task, and language focus. In accordance

with this, Prabhu (1987) draws a clear distinction between a pre-task and a task. He defines

the former as a whole-class activity, under the teacher’s guidance and control, and the latter as

an activity which is to be attempted by each learner individually (or sometimes in voluntary

collaboration with a fellow learner) with assistance sought from the teacher when necessary

on specific points. Pre-tasks help learners to familiarize with content and procedures that are

to be used to perform the task. These parallel activities equip learners with the necessary

communicative and high-order skills which are to be practised in groups under the teacher’s

control. Moreover, the pre-task technique, which is based on active learning, shows more

effectiveness than the descriptive theoretical instructions used in the traditional transmission

teaching trend in vogue before the early eighties.

The transmission trend suffices itself for grammar practice, for example, with pre-

exercise which generally defines a model for learners to follow within a predetermined lesson.

In the reading comprehension lesson, the pre-reading step activates learners’ motivation to

read the text by a short warming-up session that triggers learners’ interest with an appeal to

their background knowledge for the sake of connecting the text with learners’ previous

acquired knowledge or environment. It remains clear that the aforementioned technique used



in the transmission model of teaching is limited to a strategy which is restricted to meaning

and not use or problem-solving skills. For the sake of highlighting the practical implications

of Task-Based Learning in the designers’ choice of constructivism and the CBA in Getting

Through, some tasks have been selected from the textbook.

II- Description and analysis of  activities in Getting Through

To shed light on the type of activity fleshed out by the designers in Getting Through,

our attention will be drawn on “Discovering Language” rubric (Getting Through:16-21), a

rubric related to the teaching of language with reference to communication. We have chosen

to examine one and a single rubric of the manual as the total number of the rubrics have been

constructed on a similar framework and have been given the same objective. Like all the

“Discovering Language” rubrics, the rubric under observation revolves around four sections,

namely: Grammar Desk, Practice, Say it Loud and Clear, and Working with Words. Our

corpus of analysis will be restricted to some activities purposefully selected from the section.

Accordingly, we shall concentrate on activity one page 18, activity three page 18, activity four

page 18, activity one page 19, and activity two page 19.

1- Section two/Practice rubric :

a- Activity one page 18:
Instruction: Complete the sentences below with the positive, negative or interrogative
forms of the semi-modal ‘used to’. An example is given.
a-Samira doesn’t like reading now, but she used to read a lot.
b-I know that Nassima is living in a small village now,  but……………….?
c-Now, there are four libraries in our town, but ……………..only one?
d-When I was a child, I ………….a burnous, but now I wear one.
e-I know that she doesn’t work in a bank now, but…………………………?

b-Analysis of activity n°1 p 18:
Input: It is presented in a set of isolated sentences which are not related to any specific topic.
Focus: language form (usage)Goal: to consolidate the use of the semi-modal “used to”.
Process: learners are asked to complete the sentences by following a given model.

b- Activity 3  page 18:
Instruction: Each of the sentences below contains an incorrect form of the verb. Correct

them to express a habit either in the past or in the present.



a- In ancient times, most people worship stones.
b- We were going for long walks in the country when my father was alive.
c- We are sometimes dining out.
d- I went to school by bicycle, but I don’t do it any longer.
e- In England, most people are often going to the theatre at weekends.

Analysis of activity n°3 p 18:
Input: it is presented in a set of isolated sentences which are not related to any specific topic.
Focus: language form (usage)
Goal: the aim of the activity is to detect and correct the wrong answers
Process: learners are asked to find out the incorrect forms of verbs and then replace them
with the right form of “used to” by following a model.

The activities above show characteristics of a drill. Language practice targets
linguistic items which are taught in isolation according to a model teaching procedure.

2-Section two/Practice rubric

a- Activity four, page 18 (Write it right):
Instruction: Use used to”/ didn’t use to/ never used to/ or the present simple tense with the
verbs in brackets.

All the members of my family have changed their lifestyles of late. My grandfather
(drink) coffee. Now he (drink) milk. My father (jog). Now he runs more than three kilometres
every afternoon. My mother (cook) food for every meal because she could not eat leftovers
and processed food. Now, she often sends me to buy pizzas whenever she feels she can’t
prepare dinner. (….).

Analysis of activity n°4 p 18:
Input: It is presented through a text which shows the theme of the unit related to lifestyles.
Focus: language forms (usage)
Goal: the aim of the activity is to practise grammar forms.
Process: practice of language items is carried out in a meaningful context.

b- Activity one, page 19:
Instruction: The author of the paragraph below writes about his memories but he uses
the wrong tense. Correct the paragraph using the semi-modal “used to” each time you
think it is appropriate.

I was born in the Kasbah of Algiers in 1949. My father is a stevedore: he works in the
docks, loading and unloading ships. He goes to work early in the morning and comes late in
the evening without getting any wages. (…).

(write it right) : Analysis of activity n°1 p 19:
Input: It is presented through a text which shows the theme of the unit related to lifestyles.
Focus: language forms (usage)
Goal: the aim of the activity is to practise grammar forms by correcting the wrong tense
found in the text.
Process: practice of language (used to) is carried out in a meaningful context.

Activity two page 19:
Instruction: Imagine you’re on an election campaign. Advertise your programme by



writing a policy statement. Use “going to” and the clues below.
Fellow Citizens,
If I am elected to office, I’m going to………………….
*reduce food prices *raise civil servants’ salaries *build a hospital *impose higher

taxes on cigarettes *provide accommodation/houses for all.

Activities n°1 and 2 p.19 described above show characteristics of an exercise.
Language practice is conducted within a meaningful context.

The main focus of this rubric (with the exception of activity n°2 p 19) is on language
usage. What should be noted however is that language practice is carried out through a
continuum (drill Exercise - task).

3- Section three/Say it loud and clear
The aim of this section is to enhance learners’ pronunciation skills” (Teacher’s book:

15). It includes four activities. We have selected three of them for discussion.

a- Activity one page 20:

Instruction : Some words have the same spelling in French and English. But they are
pronounced differently. Put each of the transcriptions below in the correct box.

Spelling English Spelling French
Table
Oranges
Police
Television

Table
Oranges
Police
Television

b- Activity two page 20:
Instruction: Listen to your teacher and add the appropriate punctuation and capital letters to
mark the pauses in the pairs of sentences below. Sentences a and b should be different in
meaning.

A. a- Ahmed said Karima Djouher and I used to be in the same class.
b- Ahmed said Karima Djouher and I used to be in the same class.

B. a- Ahmed was born in Oran on April 20 1990 he went to live in
Algiers.

b- Ahmed was born in Oran on April 20 1990 he went to live in  *
Algiers.

c- Activity three page 20:
Instruction: Look up the word homophone in a dictionary. Then correct the misspelling in
bold type replacing them by their homophones.

When eye (I) was young, I used too go two the seeside. At the time, their were know
buoys of my age used to meat ate 7 ate the bus station. Bags fool of food. Sum of them were
poor. We used to by tickets to them so that they could come with us.

Analysis of Activity one page 20:
Input: It is presented through a table that shows isolated words which are provided without
context of situation and communication.
Focus: phonetic transcription in French and in English



Goal: to distinguish between French and English pronunciation of the same words so as to
raise learners’ awareness on the differences ..
Process: practice of pronunciation and transcription in a mechanistic way.

Analysis of Activity two page 20:
Input: It is presented in isolated sentences joined in pairs.
Focus: punctuation, sentence rhythm (pauses) and capital letters.
Goal: the aim of the activity is to raise learners’ awareness on the use of punctuation, pauses
and capital letters for the sake of bringing  different isolated meanings.
Process: practice of punctuation, pauses and capital letters.The two activities above show
characteristics of a drill. Learners are asked to practise language in a mechanistic way for the
sake of linguistic acquisition.

Analysis of Activity three page 20:
Input: It is presented through a text.
Focus: the focus in on homophones.
Goal: to raise learners’ awareness on the differences in spelling and meaning of words having
the same pronunciation.
Process: practice in dictionary use on purpose and knowing about homophones in a
meaningful way (meaningful context).

The activity above shows characteristics of an exercise. Learners are provided with a
context to practise lexis in a meaningful way.

4- Section four/ Working with words
The aim of this section is to develop learners’ vocabulary skills.

a- Activity one page 21:
Instruction: Add suffixes ic, ical, ism, ist, and ary to the words between brackets in order to
get a coherent paragraph. Make any necessary changes.

------------ (Marx) is an (economy) and (politics) theory developed by Karl Marx. This
theory claims that class struggle has been the major force behind (history) change. (Marx)
believes that the exploited classes will put an end to (capital) and establish a (class) society…

Analysis of Activity one page 21
Input: It is constituted of a text written for the sake of language practice (no author and
references mentioned).
Focus: suffixes (usage).
Goal: to raise learners’ awareness on the use of suffixes to discover the meaning of root
words.
Process: practice in a meaningful context.

The activity above eflects characteristics of an exercise based on meaningful language
practice within the context of a text, for the purpose of language usage.

5- Communicative Tasks

a -Practice Section

Activity two page 19:
Instruction: Imagine you are on an election campaign, advertise your programme by writing
a policy statement. Use “going to” and the clues below.

Fellow Citizens,



If I am elected to office, I’m going to ………..
-Reduce food prices, raise civil servants’ salaries, build a hospital
-Impose higher taxes on cigarettes, provide accommodation/houses for all
(Add other examples of your own)

Input: The designed material is not authentic according to Nunan ( 1988:99) who defines
authentic materials as materials “ which have been produced for purposes other than to teach
language” . But if we support Brown and Meansche (2006) who believe in degrees of
authenticity, we can argue that the material presented in the activity above is “simulated input
material”.
Focus: skill using ( going to), and communication (persuasion).

Goal:
1-Linguistic goal: the aim of the activity is to resort learners to write a policy statement. This
has to be achieved by re-investing “going to”, the language form previously learned in the
unit, and a  language function , namely “expressing intentions”. Learners are asked to use the
persuasion language function so as to convince the audience. Hence, the goal of the task is to
use language to reach a non linguistic outcome: a  statement policy. It can be considered as a
communicative goal.

2- Communicative problem-solving task:
The activity is functional as it links this learner-centred task with investigation into the

world of work. This type of task develops learners’ confidence and responsibility and
empowers their functional competence in literacy while constructing strategies for decision-
making.
3- Affective goal: the task is centred on the learners’ socio-economic environment and asks
for commitment and responsibility.
4- Cognitive goal: To perform the task, learners have to work in groups and collaborate in
finding, choosing, and selecting the most convincing ideas. Next, they have to think about
how to put down the ideas in a convincing manner. So, they follow a process that leads to
their cognitive development.
Process: the practice takes place in a meaningful context. The task triggers learners’
expression of their divergent opinions concerning the issue of elections and prompts them to
formulate arguments to justify their opinions. Therefore, this task falls within the “opinion
gap” activity type which leads to  the acquisition of the communicative competence. As far as
the learners’ role is concerned, it seems to be central. Learners are resorted to to put their
ideas down, organise and categorise them, and select the most interesting ones, by exchanging
opinions .With this in mind, they have to write a paragraph using the linguistic items they
have already acquired.

6- Section Five: Reading and Writing I
a- Activity one page 26: Write it out
Instruction: Group work: Write five or six advertisement slogans for a car of your choice
using the information in the table. Compare your answers.

Superlative and comparative forms Adjectives and adverbs
Adjective/adverb + er +than…
More +adjective/adverb +than…
As + adjective/adverb +as
Not+as +as adjective/adverb + as…
Less + adjective/adverb +than…
The + adjective/adverb + est…

Pretty
Beautiful
Cheap
Quickly
Safe
Comfortable



The most /least + adjective/adverb Expensive
Smoothly

Input: it is presented through a table containing adjectives and adverbs together with
grammatical formulae, and a picture related to the topic dealt with in the task. As it is
presented, the input is far from being authentic. It is rather academic, especially  as it aspires
to implement the acquisition of the linguistic competence. Radically different is the
instruction which deals with advertising and which provides an authentic context for language
use. Due to the nature of this task, and in conformity with  Taylor  (1994) and  Breen’s
(1985), view, one can say that the type of authenticity which is inserted in this task is related
to authenticity of situation.
Focus: accurate use of superlative and comparative forms, and communication in a
commercial environment.
Goal:
1-Linguistic goal: the aim of the activity is to enable learners to use language for the purpose
of communication by producing advertisement slogans.
2- Communicative goal: Advertising is a commercial technique that links the commercial
field to consumers. Learners develop their communicative competence by practising language
for a communicative purpose within a real life context. The facet of authenticity provided here
is authenticity of task.
3- Affective goal: Being teenagers, learners become motivated when dealing with

advertisement and cars. This triggers their feelings and appreciation of the topic.
4- Cognitive goal: Learners have to choose formulae and write slogans in order to

convince customers. This demands the use of cognitive capacities linked to
argumentation and persuasion.

Process: This activity aims at using the linguistic competence for the production of
communication. It is a role playing task which leads to communication via the acquisition of
the linguistic competence. Learners have to work in groups, choose the most convincing
slogans and write them correctly.

7- Reading and Writing II

a- Activity one page 29: Write it out
Instruction: Imagine being one of the Bulgarian students visiting Algeria. Send ane-mail
to an English pen friend of yours telling him/her about your plans for the next two months.
Use the information in the box.

Start like this
Dear……
I’m staying with an Algerian host family for the next two month………..
Time Place Activity

Tomorrow
Next week
August2nd
August5th-

August8th
August15th

Algeria
Blida and

mount Chrea
The Sahara
El-Kala
Beni Yenni
Home

Stay/host family/two months
Ecological visit
Go down/tour there/2weeks visit

Eloued
Coral fishing
Visiting silversmiths
Fly back

Input: If we refer to Taylor (1994) and Breen (1985), the input is not authentic at the level of
language and text. Language is provided in a non-communicative way (a series of words in



columns), but there is authenticity of situation (a Bulgarian student visiting Algeria), and
authenticity of task (a student writing to an e-mail to a pen
friend) as the provided data is conductive to language learning.
Focus: skill getting. The problem-situation encountered by learners is linguistic and
communicative. Learners have to select the appropriate tense to use while respecting the
format of a letter. Add to this, they need to supply a communicative purpose to their work.

Goal:
1- Linguistic goal: The task is meant to consolidate learners’ use of “going to” to express
future intentions. A particular attention is paid to the format of a letter. This type of activity
involves learners in the transformation of linguistic data presented in a form of a chart into
sentences and then a letter.
2- Communicative goal: Learners are asked to address their letter to a defined audience, a
pen friend. This starts an interactive process between the writer (learner) and his/her audience
(pen-friend).The authenticity of task related to the aforementioned activity represents a
distinguishing feature of communication.
3- Affective goal: Writing to a pen friend who is from another nationality about future plans,
places learners in a socio-cultural dimension which asks for intercultural awareness. Culture is
a means of perceiving the self and the other (the world). The activity reflects features of
openness to the world.
4-Process: It is a guided activity which assembles linguistic and communicative features of
language, and which helps learners to use language in a functional way while practising
grammar. Linguistic competence is practised in parallel to the ommunicative competence.

Before considering the results of our investigation, we think it worth noting again that

our main focus of study remains the communication-related competency, and the

methodological competency which are both listed as two of the four major components of the

competency-based approach. As it has been asserted throughout, the former relates to task-

based learning, whereas the latter illustrates the project-based learning. Our analysis will

include, though partially, the intellectual competency.

By and large, the analysis of the first unit of Getting Through, in the light of the Task-

Based Approach, shows that the gradation of activities follows a continuum. This starts from

exercises (with low degree of communicative purpose and contextualisation) with an

emphasis on contextualised practice of discrete grammatical points, and carries onto tasks

(with high degree of contextualisation and communicative purpose). The continuum adopted

in the unit reflects a distictive feature of gradation. We have particularly noted that the

activities of the unit under examination have been graded from simple to complex, from drill



to exercise and finally, from exercise  to task. One of the characteristic elements of this

continuum seems to be the connection with the objectives set forth for the activities.

Accordingly, the activities have been designed according to whether they target the linguistic

competence/didactic dimension (subject area competencies), the communicative

competence/reflective dimension (via interpersonal and communication strategies) or cross

curricular competencies via strategies that enable learners to analyse and deal with complex

situations.  The importance of this gradation principle is clearly stated in the teacher’s book

(2007:4) wherein the textbook designers underline: “(…) a variety of tasks and activities

leading gradually to the building of the project”.

The process implemented in the aforementioned unit encompasses two steps which

serve for the acquisition of the communication-related competency. It particularly starts with

“Discovering Language” section which demonstrates declarative knowledge with a focus on

the subject area competency. Obviously, the objective is to teach the linguistic competence

(know what) through the transmission method. The main emphasis of the rubric is reading

tasks which have been tackeled according to a three-phase procedure: “pre-reading”, while

reading”, and “post reading”. This procedure seems to be in line with the Task-Based

learning Framework proposed by Jane Willis, Jeremy Harmer, and Noam Prabhu who share

the same vision of Task-Based learning which recommends to start with the task before

ending with language study. This three-phase procedure reverses the order of the traditional

teaching paradigm known as the 3Ps.  (Presentation, Practice, Production).

“Before you read”, which represents the first section of the task (Getting Through:

16), can be assimilated to Jane Willis’ “pre-task”. It aims at activating learners’ background

knowledge in a given topic so as to lead prediction about the text proposed in the unit. To

trigger the needed background knowledge, visuals and questions are used from the start. This



phase is not dissimilar to the brainstorming technique which immerses learners in the new

topic by appealing to their background knowledge to draw connections.

Under such conditions, learners interact with known knowledge (their experience with

the language) for the sake of predicting the unknown. At the outset of the unit, learners try to

guess which sector the job belongs to before they start reading the text and check their

hypotheses. Such strategy (setting hypotheses) provides them with a sense of reading, and

causes them to approach the text with a purpose in mind. Having a purpose affects readers’

motivation, interest and manner of reading. As mentioned earlier in this dissertation, this

strategy resembles the warming-up traditional technique that precedes the reading

comprehension section in a textbook. It restricts itself to connecting the meaning of the text to

the learners’ background knowledge for the sake of comprehension and motivation. Radically

different is the hypothesis making in the light of the constructivist perspective which is not

limited to the notion of strategy; fostered by problem-solving and high-order skills, it extends

to the notion of process which encloses many phases such as observation, hypothesis making,

hypothesis checking interpretation, and transfer to other contexts (…).

The second section, “As You Read”,  (Getting Through: 16-17), which represents

what Willis calls “Task”, and Williams “while-task” aims to check learners hypotheses set in

the first section as it is clearly put in the instruction: “Read and check some of your answers to

the exercise above” (ibid). To facilitate learners’ understanding, a set of comprehension

questions is provided. It is interesting to note, however, that the emphasis is put more on the

linguistic competence than on reading strategies. A good illustration of this is provided by  the

grammatical key words written in bold in the questions, key words whose aim have been to

highlight linguistic cues. The following example taken from page 17 of the textbook serves

for the illustration of our remark: “in which sector did Uncle Hassen use to work?”



We have witnessed a fundamental change in the second section inasmuch as it goes

farther than the transmission of declarative knowledge. This section encompasses checking

hypothesis. In this respect, learners are asked to check the hypotheses they made in the first

section. This type of strategy is more sophisticated than the traditional warming-up technique,

but it remains inappropriate to fulfil the requirements of a constructivist process as mentioned

above.

The third section of the reading part, “After Reading” / “Grammar desk”, (ibid)

corresponds to Jane Willis’ “language focus” stage. Its aim is to introduce grammar points

and pave the way for learners to understand and use grammar appropriately. In fact, two

grammar items in relation to the topic of the unit, “signs of the times”, are selected and

introduced in context. These items, namely the negative and the affirmative forms of “going

to”, along with the semi-model “used to”, are brought forward in a functional way. The

context provided for learners is favourable for a purposeful communication inasmuch as a

communicative purpose is added to the activity. For that reason, this procedure corresponds to

communicative teaching which demands learners to fill in a communication/opinion gap or

encounter an element of doubt within authentic situations. This has an important influence on

language transfer to real world contexts.

Because they subtantiated that the acquisition of the linguistic competence is

considered as a pre-requisite for the acquisition of the communicative competence, the

textbook designers resolved to raise learners’ awareness on linguistic competence by asking

them to observe, analyse, and draw the rules. Accordingly, grammar is practised in context

and then learnt deductively. In much the same way, the same type of strategy is involved:

observation of the linguistic item used in context, then analysis of the grammatical situation,

and inference of the rule. This strategy is peculiar to the ICON Model which allows learners

to use reasoning skills such as inferring, deducing, predicting after having observed the



different items. Another notable point is the objective settled for the section which is to

develop the linguistic competence with the appeal to learners’ cognitive abilities. Attention is

particularly needed, however,  to distinguish between the above strategy and the one which is

not dissimilar to the Situational Structural Approach procedure which gives prominence

exclusively to meaning. In contrast, it is completely against the procedure followed by the

Grammar Translation Method which does not neglect meaning but connects it with model

teaching.

Next, it interests us to consider “Developing skills”, the next section of the unit, a

section which focuses on the procedural knowledge and intellectual competencies (using

information). Differently from the “know-what” learning aspect , procedural knowledge refers

to the “know how” aspect of learning which deals with learners’ communicative abilities.

Obviously, as mentioned earlier in our dissertation, textbook designers invested in linguistic

practice before dealing with information using. This type of procedure is in line with the

traditional implementation of constructivism which makes of gradation an important factor of

language learning.

“Discovering Language” and “Developing skills” sections are seen as providers of the

necessary linguistic and intellectual tools for the construction of the unit project which shows

the characteristics of a peripheral project which is structured in its organisation, topic, and

format. The former section equips learners with the linguistic competence whereas the latter

supplies learners with the intellectual competency.

As regards the process fixed for the development of the linguistic and the

communicative competence, the conclusion to which we are led is that it seems to be close to

the weak version of the Communicative Approach which keeps at the acquisition of the

linguistic competence as a pre-requisite step towards communication. It should be clearly

stated, however, that Getting Through tasks are meant to go beyond communication to



culminate in problem solving situations that ask for the use of intellectual competencies

(analysing, making hypotheses, synthesising, creating). We should not ignore the fact that

cross-curricular competencies constitute learning outcomes in the CBA Approach.

All in all, the designers seem to support Littlewood’s view about communicative

teaching when he states that learners better learn when they  go through the  “skill getting” or

“pre-communicative” phase before coming to the “ skill using” or communicative” phase.

Littlewood (1992:43-44) particularly writes: “We need to remember that learners may need

‘skill-getting’ or ‘ pre-communicative’ activities before they can successfully do ‘skill-using’

and ‘communicative’ activities”.  In the “skill getting” phase, grammatical practice starts with

isolated items. This phase highlights the designers’ choice in the use of the traditional

language teaching procedure which focuses on usage rather than use. Teaching linguistic

items in isolation is limiting “skill getting” to teaching grammar for its own sake. In much the

same way, French versus English phonetic transcription reminds us of the procedure followed

by the Grammar Translation Method.

The appeal to eclecticism in procedure by the textbook designers reinforces our

conviction that their firm intention is to install, at all cost, the linguistic competence in

learners, before asking them to reuse it for communicative purposes. The designers made it

clear that the focus on the grammatical competence is a prerequisite for the acquisition of the

communication-related competency. From this stanpoint, we have reason to say that the

aforementioned procedure relates to the weak version of the communicative approach, a

version which does not disconnect Algerian teachers from their previous language practice

experience which gives the lion-share to the study of discrete grammatical items as language

usage rather than language use from the outset.

Another significant aspect of this procedure lies in the use of themes instead of broad

areas of learning which do not follow a similar gradation. There is ample evidence that



themes have not been graded according to their interest; instead, they have been ordered in

accordance with the linguistic items suggested in the syllabus. This choice has, undoubtedly,

a direct effect on the use of an appropriate type of authenticity of texts on the part of the

textbook designers who had recourse to authenticity by degrees ( Brown and Menasche,

2006). Obviously, the reason may be attributed to the fact that the textbook designers seem to

believe that, though learners must be encouraged to process authentic language in real

situations, ‘non authentic’ materials are equally useful especially when the learners’ receptive

proficiency is low. This seems to be the case for the Algerian learners who have been inserted

in the constructivist learning perspective without previous and adequate preparation. Another

most fundamental reason lies in the gulf that separates the Algerian educational field and the

constructivist orientation of education.

The designers’ choice seems to be in line with Guariento and Morley’s (2001) view on

the subject. The authors strongly believe that, contrary to the general objective set for the use

of authentic materials which show complexity in terms of topic, linguistic and communicative

aspects, this type of procedure can be the cause of learners’ de-motivation and frustration

when authenticity of material of this kind is too difficult to tackle. This seems to be the reason

behind the textbook designers’ choice in the use of authenticity by degrees as suggested by

Menasche et al (2006), especially when the first objective set by syllabi designers remains the

acquisition of the linguistic competence as a prerequisite for the development of the

communicative competence. This choice explains as well their recommendation which allows

teachers to tackle authenticity of materials according to their learners abilities, a

recommendation inserted in the teachers’ book which reads: “The teachers are prompted to

use the textbook selectively (…) teachers can decide to change or ignore any material from

the textbook that seems inappropriate to their classes or unrelated to their students’ interests”

(teacher’s book: 9). It should be stated, however, that this autonomy left for teachers may



seem problematic. It should be reminded, that, within the scope of a structurally oriented

course, some precautions should be taken. First, any change in text must be made in such a

way not to ignore the linguistic part of the unit which is linearly graded and predetermined by

the syllabus designers, without taking into consideration learners’ needs. Second, The

Algerian education reform should encompass teachers’ new role which should suits the

constructivist vision of teacher-development policy.



Chapter Six: Learner-Involvement Syllabus:
(2) Project-based Learning

I- Review of the literature

There is no common agreement on the origins of the Project-Based Approach. Some

trace it back to the 16th century within the Architectural education movement in Italy. Others

assume that the project grew out of the progressive education in America in the beginning of

the twentieth century. Heide Spruck Wrigley (1998) seems to share the second alternative and

rooted Project-Based learning in the American progressive education movement led by John

Dewey who promoted the “learning by doing” educational principle which is central in

constructivist learning. But it was William Heard Kilpatrick, a philosopher of education and

Dewey’s former student and future colleague in Columbia University who introduced  the

Project-work in his essay “the project method” in 1918.

Kilpatrick’s vision of a project did not account much for the role of teachers in the

learning process of the project work. This led to the criticism of the project method by

Dewey, and its loss of popularity during that period (Thomas et all, 2000). It was not until the

1970’s that the project work regained interest in Europe mainly thanks to Lev Vygotsky’s

social ‘constructivism’ and Paulo Friere’s ‘participatory pedagogy’ which had a great impact

on education (Wrigley Spruck, Heide, 1998).

Notwithstanding their similar objectives of targeting the real world language use, the

Task-Based Approach and the Project-Based Approach show disimilarities as regard their

respective scope. In this respect, it must be noted that the former has limited its scope to  the

acquisition of the communication-related competency or the communicative competence,

whereas the latter articulates the four competencies developed by the Competency-Based

approach. In addition to the construction of knowledge, and the development of competencies,

the Project-Based Approach does not ignore the fact of bridging the gap between classroom



language study and learners’ autonomy leading to the use of communication-related,

intellectual, methodological and personal competencies in his everyday life.

Under the perspective of project work which constitutes an important element of

constuctivim and the CBA, the conception of education becomes a challenge for the Algerian

school which had been rooted in prescriptive teaching and predetermined knowledge. For a

long time, under the influence of “usage” imposed by the structural orieantation, Algerian

learners had to grasp knowledge of the linguistic form with no connection with their social

environment or their personal experiences.

Contrary to traditional teaching, precisely, Project-based learning (PBL) is considered

the most appropriate means that facilitates learners’ interaction with knowledge and the

world. It is a model that organizes learning around big ideas or broad areas of study. One of

the major goals of project implementation is to construct knowledge and build competences

via the re-investment of the gained basic knowledge and skills. This reflects the basic tenet of

pragmatic constructivism which is “learning by doing” (Dewey, J. 1899) or “Knowledge in

action” (Barnes, 1988).

Like the task-based approach, the Project-Based learning revolves around a problem-

solving process. Learning that takes place in the context of problem solving is said to be more

likely to be kept in mind and used in real life environment. In other words, learning is

maximized when done through project work because academic knowledge should lead to real

world applications. Learners clearly define the problem, develop hypotheses, gather

information, find appropriate solutions, and evaluate their work. Yet, a salient difference

between the two approaches can be made. As it has been pointed out previously, the problems

raised through tasks relate to “communicative competence” whereas those raised through

projects are related to real world context and cognitive and methodological competencies.



Incorporating projects in the classroom moves learners from teacher-dominated

instruction to learner-centred learning creating a student community of inquiry and involving

authentic communication, cooperative learning, and collaboration. In other words, project

work synthesises the main features of the competency-based approach and constructivism: the

development of intellectual competencies through inquiry learning and problem-solving,

methodological competencies through collaboration and cooperation, communication-related

competencies through learner-centeredness, and social competencies through community

living.

Inquiry learning via problem-solving, which constructs learners’ intellectual

competency, is central in the project-based approach. When learners encounter ill-defined

problems, they generate hypotheses, collect data, and check their hypotheses to confirm or

infirm them. This is the major pedagogical principle of constructivism and of the “project”

advocated by Dewey’s theory of experience and developed by Kilpatrick. Learners acquire

knowledge and experience by solving practical problems in social contexts (Knoll. M. 1997).

According to Kilpatrick , the problem-solving process would increase learners’ motivation

and engagement in their own learning (ibid) . This view is in line with Dewey’s famous

saying: “the only way to prepare for life is to engage in social life”. The key tenets of the

project-based approach hold that learning occurs through inquiry, and when the content of the

curriculum is drawn from the social context of the learners. This is the reason why project-

based learning is also called “knowledge in action” (Barnes, 1988)

Learning through the problem-solving process makes it easier to construct knowledge

and develop competencies that can be used in real life. It is through the process of

constructivism that long life competencies are built in learners. Competencies remain the

product that bridges the gap between school and society. The aim of language learning goes

beyond linguistic and communicative competencies to reach life competencies backed by low



and high-order skills and critical thinking. As Fredericka Stoller puts it :  “ projects make the

content functional for students”. (Stoller, F. in Richards J.C. and Renandya, W.A. 2002:111).

The novelty for the Algerian educational system lies, therefore, in the objective set by

constructivism and the competency-based approach (CBA) for language learning, which is the

development of the pedagogical and social autonomy of the learner, and  also in the

constructivist learning process which provides freedom to the learner in his interaction with

the learning subject-areas, the environment, the teacher, and his peers. Individualised learning

as defined by constructivism imposes, then, a complete revolution in the Algerian field of

education in terms of school organisation, class management, teacher development policy,

teacher-learner relationship, to cite only a few aspects that need a big change.

The implementation of project work in the Algerian school remains a challenge for

both teachers and learners who have been so far accustomed with knowledge transmission.

Besides, conditions at schools offer little opportunities for group work outside the determined

official school practice. Besides, learners’ living conditions, in terms of learners’ learning

expenditure in relation to project design on the one side, and in terms of learners’ closeness

necessary for collaboration and cooperation on the other side, make it difficult to adopt the

project approach. Moreover, adopting it in its unstructured form or its semi-structured one

will engender some difficulties for Algerian learners and teachers who have been unprepared

for such a job.

Among the questions that might be asked  about the change in the Algerian

educational policy are: Is the project central or peripheral to the syllabus? Which type of

organisation is taken into account? the structured, the unstructured or the semi-structured

project? To say it differently, have the designers chosen to rely on the strong or the weak

version of constructivism? Which type of project work is favoured by the designers, the

research projects, the text projects, the correspondence projects, the survey projects, or the



encounter projects? The answers to these questions will undoubtedly provide clarification on

whether the designers’ aim is the acquisition of the linguistic, the communication-related

competencies, or competencies that enable learners to transfer their school gains to their

social lives. This issue has been tackeled in the fifth Chapter of our thesis. The sixth Chapter

will give due concern to the analysis of the projects suggested in Getting Through, the

secondary school textbook in terms of procedure. We shall, then, investigate into the way the

project work is organised to discover whether, in the words of Confucius, the teacher “leads

and not drags; strengthens and does not discourage: opens the way but does not conduct to the

end without the learner’s own efforts.” In sum, we shall ascertain whether learning takes place

according to the constructivist principles of information use and problem-solving, appropriate

communication, adoption of effective research work methods and use of information

technologies, cooperation with peers, teacher and others.

To assess the project work in Getting Through we shall rely on a variety of definitions

and criteria as regards characteristics, and procedure. In this respect, we shall appeal to

Fredrika L. Stoller’s project types, Henry’ definitions of the structured, semi-structured, and

unstructed project, and J.M. Thomas’ criteria of, centrality, driving question, constructive

investigations, autonomy, and realism, to determine whether the type of project proposed in

the textbook fleshes out the characteristics of centrality or whether it is peripheral to the

curriculum

It is assumed that project work is a student-generated action, based on authentic

reading and cooperative learning. It sets problem-based tasks related to real-world matter in

terms of topic and content to trigger the students’ thinking abilities through reading and

interpreting skills, and writing both along the process of learning and at its final stage. To

carry out project work, Henry (ibid: 111) proposes three types of organisation which differ in

terms of learners process, autonomy, and outcome. He calls the first type structured project



and defines it as a work determined, organised, and specified by the teacher in terms of topic,

materials, methodology and presentation. The second type, called unstructured project, is

decided by learners without interference of the teacher. The third type, labelled semi-

structured project, is a compromise between the two former ones as it is defined and

organised together by the teacher and the students. Whatever the category we are concerned

with, it remains that a project is either considered to be the syllabus, or introduced as a special

sequence of tasks in a more traditional course made of disparate developed topics, or

integrated into a content–based thematic unit. The unstructured projects are in line with the

WIG (Without Information Given) constructivism or the strong version of constructivism

whereas the semi-structured corresponds better to the BIG  (Beyond the Information Given)

constructivism or the weak version of constructivism which demands the teacher’s guidance.

The structured project espouses the traditional vision of education which views projects as

peripheral to the curriculum.

Many definitions of a “project” can be found in the literature; but many professionals

in the field of education share the view that a project involves research and a final product. A

project can be viewed as pieces of work which extend over a period of time and where the

final product may be the result of considerable research in connection with learners’

experiences. Connecting learners’ experience to classroom language learning engages learners

in activities that are interesting to them and important to the course of study. They are given a

wide choice in types of projects to undertake: they can choose research projects which are

done through library and/or internet research; text projects which are carried out through

literature; reports in news media, video or audio materials, and computer-based information;

correspondence projects which are based on communication with individuals; survey projects

which deal with collection and analysis of data; or encounter projects which are related to



face-to-face intercourse with guest-speakers. (Fredrika L. Stoller, cited in J.C. Richards and

Renandya, W.A, 2002: 111)

A project can be carried out individually, in pairs, or in groups. It can take place in the

classroom, outside the school, or start in class and have an extension outside. Its main feature,

however, as an ELT approach, lies in the fact that, contrary to traditional approaches, its value

is not just in the final product alone, but in the working process as well. The end product of

project work can have various configurations in terms of its nature and can be delivered in a

way or another (an oral presentation, a stage performance, an article, a dissertation…etc).

According to Tretten and Zachariou  (1997) (cited in J. W. Thomas, 2000: 2) “the variety of

practices under the banner of PBL makes it difficult to assess what and what is not PBL, and

whether what you are observing is a “real project”. J. W. Thomas, (2000) cites five criteria of

PBL: centrality, driving question, constructive investigations, autonomy, and realism. He

states that PBL projects are central, not peripheral to the curriculum; learners acquire

knowledge and competences via the project. In short the project is the curriculum; it is used as

the sole method of instruction.

The second feature of a project puts forward the fact that learners should encounter

problems that drive them to grapple with the central concepts of a discipline. To put it in other

terms, learners’ work (activities, products, performances), must be “orchestrated in the service

of an important intellectual purpose” (Blumenfeld et all.,1991 cited in ibid). The third

characteristic of a project refers to constructive investigation which involves inquiry learning,

knowledge building, and decision making. Learners are expected to learn through practice,

under tutorship which monitors progress, and to develop metacognitive skills for the purpose

of low-order skills application. Learning is maximised if the context for learning resembles

the real-life context in which the to-be –learned material will be used; learning is minimized if



the context in which learning occurs is dissimilar to the context in which the learning will be

used.

The fourth feature of a project deals with learners’ autonomy since projects are not

expected to end up at a predetermined outcome or take predetermined paths. They should be

student –driven to some degree. The last criterion refers to real life context. Projects are

realistic, not school like. The features of authenticity include: the topic, the task, the learners’

roles, the context in which the work is carried out, the type of collaborative work, the

outcomes of the projects, and the audience.

J. W. Thomas, (2000) insists, however, that the projects that serve to provide

illustrations, examples, additional, or practical applications for materials taught initially by

other means should be classified as non instances of PBL. These types of project belong to the

traditional instruction. When the project serves as an application project that provides only

illustrations, additional practice, or practical applications for materials that are central to the

curriculum, it is not considered as an instance of PBL. The concept of centrality means that

projects which deal with knowledge outside the curriculum, labelled enrichment projects, are

not considered examples of PBL. Said differently, if it suffices to carry out a project with

already known information, knowledge, and skills, the project becomes just an exercise, and

not an instance of PBL.

Concerning Getting Through, each unit is endowed with a project. The listing of the projects

is respectively:

1- Writing a life styles profile (p.30)
2- Writing a statement of achievements (p.51)
3- Making a conservation plan (p.72)
4- Writing: - an ABC of dreams  (p.92)

- reports on scientific experiments (p.93)
5- Writing a collection of stories (p.112)
6- Making a survey (p.132)
7- Writing Miscellanies (p.152)
- Making a repertory  of inventions and discoveries (153)

8- Compiling a business portfolio (p.174)



It is interesting at this point to make some observations about the place devoted to

project work in the textbook. It is important to note that the project has been inserted in the

third section of the unit. We have reason to say that undoubtly it provides grounds in terms of

content and skills for for the accomplishent of  the main goal of the unit. No less significant is

the designers’ decision to relate the project topic/task/focus to the general theme of the unit

1-Project Categories in SE2

This section develops a fairly complex typology for categorizing Getting Through

projects into types (Fredrika L. Stoller, cited in J.C. Richards and Renandya, W.A, 2002:

111). Table 1 portrays the types of projects  distributed in the SE2 Getting Through textbook.

Units research
project

Text
project

Correspond-
Ence project

Survey
project

Encounter
project

Writing a life styles
profile (p.30)

X

Writing a statement
of achievements p.51)

X

Making a onservation
plan (p.72)

X

Writing:- an ABC of
dreams  (p.92)
Writing -reports on
scientific experiments
(p.93)

X

X

Writing a collection
of stories (p.112)

X

Making a Survey
(p.132)

X

-Writing Miscellanies
(p.152)
-Making a repertory
of inventions and
discoveries (153) X

X

Compiling a business
portfolio (p.174)

X

Table 1: Project categories: the research, the text, the survey, the encounter



Using the resulting categories above, we can depict a use of a text-project type mostly

in every unit. Aside from text-project, research, and survey projects have been given little

attention. We note, however a prevaling lack of attention to project types such as encounter

and correspondence projects. We are witnessing a lack of diversity in the distribution of

project types. Table 2, below, shows the data related to the specifities of the projects

distributed in every unit.

2-Projects procedure in SE2 textbook

Unit Project Topic Materials Methodolo
-gy

Presentation

1 Writing a life
styles profile
(p.30)

determined Specified
-clothes,
food,
entertainment
Grammar:
-will, may,
might
-present simple
with when,
after, before,
until, while

Organised
Sections:
-lifestyle in
the past
- lifestyle in
The present
- lifestyle in
the future

determined
-reports
accompanied
with
illustrations
and pictures

2
Writing a
statement of
achievements
(p.51)

Determined specified
-Nobel prize
winners
-their
achievements
- a list of
potential
candidates

Organised
-the
statement
plan with
three
specific
parts:
- a checklist
-biographies
-a written
justification

Determined
A small
Sketchbook:

3
Making a
conservation
plan (p.72)

determined Specified
-natural
resources
-human
resources

Organised
-four
specific
Parts:
-a fact sheet
-diagrams
-a country
code
-a town
map

Determined
A prospectus:



4 Writing:

- an ABC of

dreams  (p.92)

-reports on

scientific

experiments

(p.93)

determined

determined

specified

dreams and
their meanings

specified

-scientific field
Grammar:
-If-conditional

Organised

a model is

provided

organised

-
observation
s
-records
-choice of
experiments
: with water
and air
- pictures of
experiments
are
provided
for
inspiration

determined

A poster with
illustrations:

Determined

Written report
of 300 to 400
words with
charts,
diagrams

5

Writing a

collection of

stories (p.112)

Not

determined

Learners’
choice

Not specified

Learners’
choice

Organised

Group work
with a
specific
task for
each
member of
the group

Determined

Story writing
accompanied
with pictures

6 Making a

survey (p.132)

Determined

People’s
readiness to
face
disasters

specified

-safety
instructions
Grammar:
-past simple
and past perfect

Organised

-a short
questionnai
re
-a short
interview
-data
collection
questions
-a reminder

Determined

A booklet
accompanied
with pictures
and slogans



7 -Writing

Miscellanies

(p.152)

--Making a

repertory

of inventions

and discoveries

(153)

determined

Learners’
choice about
the field of
research

Specified

Section:
- fantasies
- Changes
- world affairs
- advice
Grammar:
-if-clauses

Sections:
-importance of
achievements
Regrets about
the bad use of
the invention
-title to the
repertory
Grammar:
-if-clause type
three
-if only

Organised

Sections:
-a short list
of fantasies
-wishful
Changes
-world
affairs
-advice

Organised

- a model is
provided

Determined

A journal
accompanied
with cartoons
and
miscellanies

A repertory in
the form of a
wall sheet or a
magazine
feature
accompanied
With
illustrations

8 Compiling a

business

portfolio

(p.174)

determined

-business
letters
-company
organisation
chart

specified

Communication
in the field of
business

Organised

Sections:
-business
Letters,

telegrams,
fax, telex
messages
-other
business
documents
-
biographies
-
organisatio
n
Chart

Determined

A Portfolio
accompanied
With graphs

Table 2: Type of project organisation: the structured, the semi-structured, the
unstructured ones

The information observed in the table above clearly depicts a lack of diversity in

project categories. In terms of topic, almost all the projects demonstrate features which have

reference to the structured category  inasmuch as the topic of every project (with the



exception of project unit 5) has been determined. In much the same way, materials have been

distributed with reference to the structured type of project since eight out of nine units have

been specified in terms of lexical and grammatical items. The same can be said of the

methodology; the choice made by the textbook designers is not dissimilar to the preceding

characteristic elements. As might be expected, the totality of the projects is in line with the

structured type. The same observation holds true for the presentation item which is built on

the grounds of a structured category.

The conclusion to which we are led with regard the categories substantiated in Getting

Through in terms of topic, materials, methodology, and presentation, is that these latter are

under the banner of  a structured project.

To illustrate in detail the procedure implemented to carry out a project in Getting

Through, we have selected the first project of unit  one entilted: A Lifestyle profile.

The next figure of table 2 shows, then, the procedure implemented in the textbook in order to

develop a project in a language classroom.

Steps Illustration (to what extent the activities designed
reflect the steps)

Textbook
rubric(s)

Step 1: Students and teacher
agree on a theme for the
project

Step 2: Students and teacher
determine the final outcome

Step 3: Students and teacher
structure the project

Step 4:Instructor prepares
students for the language
demands of information
gathering

Step 6: Instructor prepares
students for the language
demands of compiling and

As noted above, the projects set in the textbook are
structured ones. However, learners are encouraged to
fine tune the project theme. The teacher utilizes the
brainstorming step to stimulate teams of learners to
generate ideas about the topic and deal successfully
with step1. Learners are asked to collaborate with one
another for the purpose of performing steps 2 and 3.
( It should be noted that steps 1-2-3-have been
determined by the textbook designers)

This step does not appear in the unit as no
information strategies are inserted to help learners to
gather Select and organise information.

This is a preparatory step for the fifth one which
involves the process of data gathering. Consequently,
tasks are designed to equip learners with appropriate

Think it Over

(p.15):

corresponds to

step1Rubric

Discovering
Language:
-Before you



analysing data

Step 8: Instructor prepares
students for the language
demands of presentation of
the final product

strategies needed for their inquiry. These tasks are
called by Frederrika Stoller: “information gathering
tasks”. In this step, learners are put in a problem
situations leading to inquiry learning process which
involves (1) observing data and  setting hypotheses
(before you read section), (2) analysing and checking
hypotheses  and reading for specific information, and
reading for general ideas strategies ((as you read
section).
In this activity, learners gain cognitive and
metacognitive strategies needed for research.

-In this section, learners are asked to use a
monolingual dictionary, an activity which constitutes
a research skill necessary for learners’ inquiry.

This step is considered as preparatory for the seventh
step. The high-order skills needed to be developed
are: analysing, synthesising, and interpreting data.
In this section, grammar is taught deductively. By
doing so, learners observe, analyse the examples
given, and deduce the rule. Learners are therefore
engaged in cognitive learning. The linguistic data is
restricted to language.
Learners are asked to listen carefully to the dialogue;
then they are asked to use their own words to write a
concise summary. One of the aims of this task is to
teach learners the technique of summarising, an
important research technique that can lead to
synthesising data before presentation.

The aim of this activity is to teach learners how to
interpret symbols. (Language towns organisation)

To prepare learners for the language demands of the
final product presentation, teachers provide them with
appropriate language points.

- To facilitate description of lifestyles in the
past, learners should practise “used to “form.

- The aim of this rubric is to practice the
pronunciation skill. Words concerned are
those related to the topic.

- This activity is devoted to writing definitions

read
-As you read
-After you
read (p.16)

Working with
words (p.21)

Discovering
Language:
-Grammar
Desk (p.17)

Listerning and
Speaking
(p.22):

Reading and
Writing II
(activity One
p.28)

-Grammar
Desk (p.17

-Practice
(p.18-19)

6Words to Say
(p.15)

-Reading and



Table 3: Project Procedure in SE2

As Table 3 portrays, the project is investigated according to F.Stoller’s paradigm to

project development in the classroom. Stoller suggested ten steps encompassing learner and

teacher’s roles. We restricted ourselves to learner’s steps 1-2-3-4 and 8 which relate to

learner’s roles. It must be noted that, apart from the first three steps, the project seems to be in

line with Stoller’s paradigm. In step 4, for example, the teacher prepares learners for the

language required in information gathering especially in terms of cognitive skills. In this

respect, the learners are asked to practise hypothesis making and reading strategies needed for

the accomplishment of the project. Additionally, they are equipped with dictionary research

skills necessary for their inquiry. In much the same way, step 6 demonstrates learners’ high-

order skills for the analysis of data, a step which is considered primordial in project

development. This step has been approached through grammar discovery and listening and

speaking wherein learners practise analysis, synthesis, and interpretation of data. Finally, step

8 prepares learners to present their product by practising the appropriate linguistic and

communicative tools neede for such a task.

by using relative pronouns. The activity goal
is to equip the learners with an important
language function which cannot be escaped
while constructing the “lifestyle project”.

- The language functions developed in this
section relate to comparison and narration.
Learners are prepared to compare and narrate
using the appropriate cohesive devices
namely, “in contrast”, “by contrast”,
“whereas”, “however” (…)

Writing I: (act
5 p.25 and act
6 p.26)

-Reading and
Writing I:
Activity 2
p.27)



For purposes of discussing deeply the results of our examination of the project-based

approach as regards Getting Through (SE2), then, we must turn to the criteria of

analysis we borrowed respectively from Fredrika L. Stoller, Henry, and J.M. Thomas, to

understand the full impact of the syllabus and textbook designers  option, on the ELT

reform in Algeria.

Our examination of the projects has been conducted on the basis of a combination of

criteria sorted out from Fredrika L. Stoller’s project types, Henry’ definitions of the

structured, semi-structured, and unstructured project, and J.M. Thomas’ criteria of, centrality,

driving question, constructive investigations, autonomy, and realism. Our objective consisted

in finding out precisely the orientation given to project work in the climate of the

constructivist option claimed by the algerian educational authorities in respect of the ELT

reform.

The real problem we generally encounter  relates to the types of project which fit a

constructivist practice: a peripheral project as a complementary item for the unit, or a central

project as the unit itself? The results show that the process followed in the unit seems to

favour the acquisition of the linguistic competence as a pre-requisite step towards

communication, and the development of the project. “Skill getting” or “pre-communicative”

phases are presented ahead from “skill using” or communicative” phases. Our concern in

analysing the project-based learning process implemented in the Algerian education system

has been to see whether learning by project in SE2 Textbook follows the same paradigm. In

other terms, in our study, we have examined data to determine whether the orientation given

to project-based learning espouses the weak version of the Competency Based Approach

whose aim is to install the linguistic competence first. We have investigated into the textbook

materials to highlight the choice made by the designers. To circumscribe our analysis; we

have limited our investigations to two main directions. First, we attempted to see whether the



project is central or peripheral to the curriculum, and inquire into the reason behind this

choice. To this end, we examined the type of organisation taken into account. We determined

whether the syllabi and textbook designers support the structured, the unstructured or the

semi-structured project. Second, we inquired into the type of project favoured by the

designers to see which objectives are set for learners; communicative, intellectual,

methodological, or personal competencies, or a balanced objective.

Just as the Communicative Approach can be viewed in its two versions, the weak and

the strong, we thought it helpful to differentiate between the two orientations of

constructivism as highlighted by Perkins (1991) who calls the first BIG (beyond the

information given) constructivism, and the latter WIG (without the information given)

constructivism. BIG constructivism occurs in an environment where concepts are presented

before learners are left to work through their understanding, whereas BIG constructivism is

the orientation in which content is not presented to learners prior to learner practice and

knowledge construction.

In Getting Through the projects are put in the section “Putting Things Together” the

third section of the unit which follows “Discovering the Language”, and “Developing

Skills”, sections one and two, respectively, which are used for the acquisition of language

prerequisites, strategies and cognitive skills. Language, skills, and strategies are reinvested in

“Putting Things Together” section for the accomplishment of the project in real life context.

To make it more explicit, project accomplishment seems to rely on the linguistic competence,

the acquisition of skills and strategies which constitute prerequisites for learners in their way

towards the construction of competencies.

Reinvestment in problem solving situations requires cognitive skills, collaborative

work, and inquiry learning,   for the purpose of developing higher-order skills. What should

be noted so far is that two thinking behaviours respectively evaluating and reflecting are put



in the fourth part of the unit. It is entitled: “Where Do We Go From Here?”, a section which

deals with “students’ self assessment” (Getting Through: VII), and reflecting.

1-Projects in “Getting Through”

The projects proposed in SE2 (see Table 2) shows that all the projects designed for

second year education espouse a structured organisation in topic, materials, methodology, and

presentation. Learners are instructed to deal with a specific topic; they are given guidance in

materials to use; they are provided with a typical organisation in their work; and finally, they

are instructed to present their projects in a specific mode.

This choice of the structured project type is in line with the spirit of project-work as

peripheral to the curriculum, a project integrated into a content–based thematic unit for the

purpose of guidance and that of the acquisition of prerequisites necessary for the production

of the project. This type of project follows a traditional instruction in that it serves to add a

practical application for materials predetermined and taught all along the unit. The practical

application can take the form of an illustration, an example, or an additional practice.

According to John W. Thomas (2000), the type of application project is not considered to be

an instance of PBL (Problem Based Learning) because it is not following the centrality

criterion of a project. Our hypothesis concerning the use of the BIG version of constructivism

with reference to PBL, by Getting Through designers, seems to be verified.

This choice of a traditional approach of PBL, by the SE2 textbook designers, is in

agreement with the SE2 syllabus and with the Algerian educational context which is rooted in

the structural trend. The change made by the Algerian educational authorities towards the

constructivist option via the competency-based approach seems to be stated by caution on

account of the specific Algerian educational context and the simultaneous big changes to

make in terms of teacher and administrative staff development, school management, and

parents active involvement in the reform policy.



2-Project categories (see Table 2)

What should be noted about the project categories inserted in SE2 is that six (6) out of

ten (10) projects are text projects; three of them are research projects, and only one (1) is a

survey project.  The two other categories, Correspondence and encounter projects are

missing. Does this lack of diversity in projects design open enough possibilities for learners to

deal with a variety of language use in real life contexts, more specifically when related to

Competence1: Interagir oralement en Anglais, of the English syllabus in the Algerian

curriculum? Correspondence and encounter projects which have been neglected are mostly

appropriate for oral interaction, interpretation and production of oral documents, the three

basic competencies cited in the Algerian syllabus.

The lion share is devoted to text project which targets the communication-related

competency with a focus on the written skill, however. The main motive for such a choice, on

the part of the designers, can be found in the terminal objective of English learning in the

Algerian school which remains the Baccalaureate exam which is taken exclusively in writing.

The second type of competency which drew much attention on the part of the

designers is the methodological one. Designers seem to approve of the necessity of

developing in learners the ability to adopt effective work methods for the purpose of

integrating society. In SE2, for example, learners are trained to follow a format to write a

speech, to design a class charter, to adopt various formats for letter writing, to write a road

accident report, to make an announcement, to write a newspaper article, to prepare a

confidential report. This type of activities associated to the use information and

communication technologies (ICT) constructs learners’ societal skills, on the one hand, and

develops their confidence and their integration into society, on the other hand..

Another type of competency which deserves more attention in the sight of the

categories suggested in the textbook, is the personal and social one. Indeed, this category is



targeted by survey project which is reduced to one (1) item only, and correspondence and

encounter projects which are completely neglected. These specific projects demand

interaction and cooperation among learners and between learners and a social counterpart.

The same conclusion can be drawn in terms of learning objectives as far as project work is

concerned. The orientation given by the textbook designers is obviously the acquisition of the

communication- related competencies at the cost of the intellectual and the personal and

social competencies. Obviously, a more appropriate approach to project work would be to

settle a balance among these four types of competencies by an equal distribution of project

categories.

3- Projects in “Getting Through”: which procedure?

Implementing projects in the classroom suggests a procedural paradigm. Our aim in

this section has been to throw light on the procedural paradigm implemented in Getting

Through textbook; we have attempted to go over the steps which relate to the role of the

teacher in his classroom practice. The project entitled “Making a Life Style” in Unit One of

SE2 illustrates perfectly the textbook designers’ procedure in designing the textbook’s

projects.  In these projects, as in most others, learners are asked to prepare a project divided

into three (3) parts, namely lifestyles in the past, lifestyles in the present, and lifestyles in the

future. Three aspects are included in the research: clothes, food, and entertainment. To reach

this aim, learners are asked to re-invest the knowledge gained in the two previous parts,

Discovering the Language”, and “Developing Skills”.

When they reach the “Putting Things Together” section, learners are supposed to

have mastered the use of grammar (“going to”, “will”,…), vocabulary (lexis related to clothes,

some forms of suffixes), functions of language (describing, narrating, predicting, expressing

certainty and doubt, expressing intention, and comparing), reading and writing (reading for



specific information, for general ideas, writing a policy statement, slogans, a newspaper

article, a letter…).

Our analysis of unit One can be expanded on to show to what extent some guidance is

provided in the textbook for teachers to help learners in the implementation of the project.

“Getting Through” designers seem to have relied on the BIG constructivism and the older

method of the project work to permit a smooth transition from the traditional instruction,

whose focus is the linguistic competence, to which Algerian learners are used to, to the

competency-based approach and constructivism which bring new perspectives. This smooth

transition from teacher centred curriculum to learner centred one circumscribes itself within a

graded process of teachers’ and learners’ autonomy. To be autonomous, a learner should

master not only subject-specific competencies but also cross-curricular competencies.

In steps One and Two, the theme and final outcome are predetermined by the

designers. The next steps prepare learners for their language demands. However, research

techniques leading to information gathering, data selection, and format organisation are not

considered by the designers. The reason which led the textbook designers to neglect this

learning aspect lies in the fact that they did not feel the necessity to do it. In fact, the

structured projects determine the structured organisation in terms of topic, materials,

methodology, and presentation.

The two aspects which are given attention are the linguistic and in a slightest degree

the communication-related competencies on one hand, and the intellectual competencies on

the other. The latter competencies are promoted in the textbook in the form of skills related to

analysis, synthesis, and interpretation of data, in grammar, listening, speaking, and reading,

and writing skills. The procedure in project work encompasses therefore guidance in terms of

topic, methodology (organisation and outline), autonomy development (cognitive skills), and

complete autonomy in terms of information gathering techniques.



The teacher plays a double role of the knower and provider of knowledge and of the

facilitator who helps learners to acquire necessary cognitive skills for the sake of reinvesting

gained linguistic and communicative aspects of the language to produce a project with a real

life perspective. Among the competencies needed for the design of a project, the

methodological type remains essential. The use of information and communications

technologies or media literacy represents an important dimension of our cultural universe;

they provide access to a world of knowledge, information from a wide range of sources. Our

objective in the following section is to inquire into the strategies used by the Algerian

textbook designers to equip learners with the ITCs in the Middle and Secondary School

courses.

1-Internet and constructivism: Some theoretical hints

Internet search for data complements constructivism. Finding information is the key

skill associated with the internet use. This new technology has positive implications for

education within a student-centered curriculum which favours students’ performance and

research.  What should be noted however is that getting information via global networks does

not mean learning. Critical literacy is primordial in ICT and media literacy skills. Working

with the ITC system is working with trial and error. To learn through the ITC systems,

learners have to collect, store, analyse, categorise, classify, interpret information and integrate

in their work. Internet search for data can be initiated collectively or independently by

learners depending on whether they work in groups or individually. Project work initiates

collaboration among the members of a team, and cooperation as well. Internet in such

conditions is regarded as facilitator of larger social, cultural, and psychological transformation

of the individual.



2- Methodological Competency: Internet and the Algerian textbooks

To use internet, a learner should possess specific skills to perform operations such as

sending an instant message, fixing a problem, downloading information, setting up an email

account, setting up a filter or remove a virus (…). It should be expected therefore that learners

may have lessons to come with the curriculum to equip learners with the internet skills to

promote their projects. This is what designers of Spotlight on English book 3 started with in

the first file entitled: communication. The second task of project one, “Writing a Contribution

to a Class Wall Sheet”, relates to messaging. In this task, learners are asked to write an E-

mail, an SMS, an MMS, or search for logos and emoticons. On pages 38-39, of the same file,

learners are introduced to the “Yahoo! Messenger” and are asked to find other messaging

service windows (Caramail, MSN …). Then, they are asked to write a user guide for the

window of their choice. Finally, each student is invited to enter and sign his/her ID.  In line

with the same objective, At the Crossroads (SE1) textbook shows a similar interest in the first

unit. Pages 4-5-6-7-8-9 are devoted to internet skills in the following way:

Page Focus
4 Labelling the parts of the computer (descriptive study).
5 Instructions for accessing e-mail.
6 Pronouncing lexis related to computer
7 Matching two parts of an instruction to get a complete one.

Different uses of internet.
8 Which icon for which purpose?

Reading e-mail addresses.
9 Reading and understanding an e-mail

Proficiency in this medium is required for learners whose aim is to become autonomous

in their lifelong learning and living. ICTs provide access to a multitude of information

resouces and authors. They represent also a big potential for research, information processing

and exchange. For that reason, there is a need for learners to manipulate and use appropriate

technologies. In short, they need to acquire the digital competency. Accordingly, they have

to be able to start performing elementary tasks which range from identifyng, classifying,



comparing, selecting, storing, and organizing information in various formats; doing simple

Web searches , communicating with others using basic e-mail functions. They should also be

able to transfer data and use their address books.

For secondary school learners, the ability to use more complex tasks is required. The

need for sending and recieving documents, attaching files or compressing them, consulting

specialised sites, data banks, multimedia documents, is considered to be essential. Equally

important is the capacity to digitize data, check their reliability and present them in different

formats under the condition that copyright is respected.

It is interesting at this point to analyse the manifestations illustrating ICTs learning

through the Algerian textbooks. What can be said from the outset is that some interest has

been paid by the textbook designers to the didactic competency. Actually, two textbooks

have been concerned with e-learning: Spotlight on English Book Three and At the Crossroads

(SE1). It should be noted, however, that a fairly finding displayed by table 4 of the results

sub-section, Getting Through (SE2) has not been granted interest in this field. Regarding the

two before-mentioned textbooks, results depicted from our analysis reveal that designers

limited their scope to manipulation processing and basic internet tasks. They particularly

axed their efforts on the vulgarization of e-mail use (writing, sending, reading, and replying)

in both Spotlight on English Book Three and At the Crossroads (SE1). Accordingly, the

predominant type of operations inserted in the textbook fell under the heading of e-mail data.

These operations range from reading and writing an e-mail address, accessing an e-mail,

comparing an e-mail with a nail-mail, and creating an e-mail account (process).

The same limitation holds true with regard to the teaching of various internet uses; a

teaching procedure which remains descriptive in essence. Actually, listing different uses of

the internet, asking for opinion about the internet, or teaching skills for the use of the internet,

as it is the case in SE1 textbook, is a procedure that does not travel far, if placed within the



constructivist perspective. It is now commonly acknowledged by practitioners that a

constructivist classroom practice evolves around the learning by doing process, on the one

hand, and individual processing with an appeal to the individual experience, on the other

hand.  Surprisingly, however, we note the insertion of an activity related to the labelling of a

computer parts, at the Secondary School level. This could have been understandable if this

basic type of activity responded to the needs of first year Middle School learners who start to

learn English for the first time. Obviously, there exists a disconnection between the goal set

forth for the construction of the digital competency and the procedure implemented to reach

that goal. The point we wish to emphasize is that ITC use should be expanded to research

skills demanding critical use of information for learning and communication. Accordingly,

learners should be guided in their attempts to retrieve, assess, store, produce, present and

exchange information for the sake of learning, communicating, and participating in

collaborative work through the internet. This could be implemented via project work, for

example. It is only under such condition that learners will acquire high level of e-maturity and

demonstrate performance in the quality of their learning in and outside school. Thanks to the

contribution of ICTS, learning should no more be regarded within its traditional scope;

instead, with the new perspective introduced by the new learning modes such as cognitive

processing, independent learning, critical thinking, and collaborative learning via teamwork,

the learning process has been revolutionized.

As mentioned above, textbook designers did not neglect to integrate internet skills in

the lessons. What should be noted, however, is that this contribution is restricted to the

technical strategy for the use of the internet.  No advice or explicit information is provided in

the textbooks on evaluation of online information.  In this respect, the introduction of some

guidance in this field is a necessary and prompt first action. It should be expected; therefore



that internet software may be filtered so as to protect learners from inappropriate data on the

web.



Chapter Seven: Teacher-Support Syllabi: (1)Teachers Instructional Roles
in the Algerian Classroom

Introduction

It is widely believed today that societies, throughout the world, are being confronted

with change, and obviously, it has become an imperative that education follows this change.

As might be expected, the field of education has undergone a paradigm shift in the way

learning is perceived. This change, in the assumption underlying how learners best learn,

implies also a change in the role of the teacher. As underlined by Day & Surgue, (2001: xv),

“ there is a growing consensus in these post-modern times that education is a key, if not the

key concern, and teachers are the “front” troops in creating a bridgehead to a more positive

secure and successful life for today’s young citizens.”

This chapter, which is related to teacher education, puts emphasis on the role of the

teacher as the main agent of change in the Algerian reform of education. Indeed, changes in

classroom practices induced by an educational  reform cannot work without changes in the

teachers’ role. This assumption has been asserted by McLaughlin & Marsha in the following

words: “many educational reform efforts fell short primarily because planners seriously

underestimate teacher training needs” (Quoted in Day, C & Surgue, C, and 2001:39). In much

the same way,  T. Russell (2001) notes the prevaling lack of  the “sink or swim” approach to

teacher development. He particularly writes  “when teachers experience radical change

without support, they often experience “pedagogical pain”.

Of the importance of teachers, particularly in the climate of the present reform in

Algeria, there can be no doubt. Teachers are dramatically and primarily impacted by this

reform as it places them solely in the heart of the process. It is therefore understandable that,

as classroom implementers of this reform, they are placed in the front row, and this entails a

paradigm shift in their teaching practices. In short, the big shift in the vision of education and

classroom practice model, induced by the educational reform in Algeria, places, extremely



heavy professional demands on the teacher. These needs result in an imperative drive to

install a teacher development policy in line with the constructivist objectives of the reform.

Ignoring this fact will undoubtdly provide grounds for a passive reaction on the part of the

whole school staff in general and teachers in particular. Obviously, this claim is shared also

by Wallace who argues that a passive or reactive force will be ill-prepared to meet the new

challenges by the reform, and teachers who will thrive in this new environment are those who

are capable of generating their professional dynamic, who are proactive rather than reactive

(in Freeman & Richards, 1996).

The same notable remark is made by specialists of education whose job is to  study

failed efforts for the purpose of  improving schooling. The conclusion to which they are led is

that the best designed reforms could be and often were attenuated by teachers who did not

believe in them. In this vein, Fullan and Hargreaves (1992) advised that “no matter

sophisticated, or enlightened proposals for change may be, they come to nothing if teachers

do not adopt them in their classrooms and if they don’t translate them into effective practice”

(Cited in George J. Petersen et al, 2005: p.8).

No less significant is Peter F. Oliva’s (2001:34)  comment on the same subject, a

comment that highlighted the crucial need for teachers to be involved in the teacher

development policy at the outset of a reform. In his book entitled Developing the Curriculum,

the author states that curriculum change cannot be effective without implicating curriculum

developers in the process of the reform. This effort implies involving people in the process of

curriculum development to gain their commitment to change. He adds that school change has

been experienced over a long period of time and has has demonstrated that changes which

were the result of a top-down approach, in other terms, changes which were handed down on

high to subordinates do not work well as a rule. The author strongly believes that not until the

subordinates have internalized the changes and accepted them as their own can the changes be



effective and long lasting. The point the author wishes to emphasize is that sticking to the top-

down approach to teacher development will, undoubtedly, engender a passive reaction on the

part of teachers.  Alice Miel, another  curriculum expert (cited in P. F. Oliva 2001:35) gives a

similar prominence to the teacher as an agent of change. Her belief is that: “the nature of

curriculum change should be seen for what it is- a type of social change, change in people, not

mere change on paper.”

In terms of the same perspective, the role of the teacher is seen by Jean Piaget

(1973:35-36) as having a penetrating effect. In the chapter entitled, Teacher training and team

research, which relates to the factors of change in education, the author states: “The first

concerns teacher training, which indeed constitutes a question fundamental to all future

educational reforms, as long as it has not been satisfactory answered, it is idle to set up

ambitious curricular or construct fine theories about what should be achieved”. In sum, the

change in teacher profile for the purpose of accompanying the reform proves to be essential

because, unlike the traditional teacher who sees learning as the accumulation of facts, the

constructivist teacher is the one who creates situations which provide the grounds for learners

to question, make hypotheses, invent, and solve problems.

It may be well to mention also Harold Taylor’s view on the same topic, a view which

gives emphasis to the teacher’s intellectual and societal role. In his article entitled The Need

for Radical Reform, he states:

The role of the teacher in any society lies in the heart of its intellectual and social life, and it is
through the teacher that each generation comes to term with its heritage, produces new
knowledge, and learns to deal with change,  provided that, the teacher has been well enough
educated to act as a transforming element. The education of teacher is at the nerve center of
the whole educational system, and if it fails to function there, the system fails. (Quoted in
Sheldon et all; 1969)

It is not surprising therefore to note that the constructivist trend to education is

considered by many scholars as the most productive and relevant theoretical framework for

empowering teachers. It has an important influence on active learning inasmuch as it



encourages the development of competencies and bolsters responsibility and autonomy for

teachers and learners alike.

Accordingly, confronted to this new situation, constructivist teachers feel the need to

add to their traditional role that of a guide and questioner to create grounds for individual

awareness of language learning processes through reflective learning. They should involve

learners in a search for answers to what they did, why they did it, and how they did it. It

remains increasingly clear that this new role of educators has become the purpose of a

constructivist vision of teacher development. Having said that, we should add that this is not

an easy task.  In the same perspective, the main emphasis in Von Glasersfeld’s position is put

on the difficulty of teachers’ shift to this new constructivist role. The author insists

particularly on  the nature of change engendered by the constructivist orientation. His strong

belief is that: “Constructivism cannot tell teachers new things to do, but it may suggest

attitude and procedures which are counter-productive and it may point out opportunities for

teachers to use their own spontaneous imagination” (cited in William and Burden, 1997:51) In

the same vein, Piaget (1948,1972 in Grossman 1973:16) adds more explicit directions about

teachers’ role in the students’ intellectual training . Piaget particularly emphasized the use of

active methods which appeal for rediscovery or at least reconstruction of knowledge. He

stresses the new role of teachers who should depart from transmitting knowledge; on the

contrary, they should act as organisers and create the situations and construct the initial

devices which present useful problems for learners to solve. Finally, he gives emphasis to the

use of counter-examples that compel reflection and reconsideration of the first solutions that

come to learners’ minds. In sum, according to Piaget, what is needed from a teacher is to

work as a stimulator of initiative and reseach.

In the same perspective, Lindfords (1989) highlights the connection between teacher’s

and learner’s education as regards the constructivist orientation. He claims that the way



teachers teach should originate from the way learners learn. Wallace adds that teachers have

to make a big shift from “a level where they may be guided largely by impulse, intuition, to a

level where their actions are guided by reflection and critical thinking” (cited in Farrell,

1998:15).

The Piagetian conception of education as clearly defined in the lines above

substantiates, even though partially, the Socratic Method which is based on inquiry and

reconstruction, and which lets the teacher play the part of the knower who directs the

educational manoeuvre by organizing the operation (initiating situations from which learning

starts and providing the framework), and conducting the inquiry process so as to trigger

students’ reflection from their specific experiences (to provide counter-examples that compel

reflection and reconsideration of over-hasty solutions).

The premise for the construction of teachers’ autonomy is that it is desirable to design

pre-service and in-service teacher development programmes that, in the words of Confucius,

should lead and not drag. The predominent feature in teacher education is significantly noted

by C.R. Rogers (1969:49) who highlights the predominent features of a constructivist teacher.

He particularly writes:

The only man who is educated is the man who has learned how to learn ; the man who has
learned how to adapt and change ; the man who has realized that no knowledge is secure , that
only the process of seeking knowledge is a basis for security . Changingness, reliance on
process rather than upon static knowledge that makes any sense as a goal for education in the
modern world.”

In order to understand the full impact of teacher education on an educational reform,

we must refer to Jean-Marie DE KETELE’s answer to the question related to the effectiveness

of the Tunisian reform in history as a school subject. The aformentioned reform had been

compared to the one launched in Belgium which did not achieve much success. The reason

behind the success of the Tunisian reform is, according to the author due to the importance

given to the school-staff development policy. Being in charge of the reform in Tunisia, the



author brought the evidence that school-staff development should precede the

experimentation of the reform in the field. He contrasted the ways the reform was engaged in

the two aformentioned countries to highlight the necessity to favour teacher and staff

development over other domains. He especially writes: “En Tunisie (…) la situation n’est pas

la meme qu’en Belgique. Tous les enseignants, les directeurs, les assistants et conseillés

pédagogiques ont été formés. Un processus de formation imposant a été mis sur pied. Ainsi,

chaque enseignant doit suivre quatre modules successifs », (cited in Jean Louis Jadoule and

Mathieu Bouhon (2001 :18).

What we resolve to do in our thesis is to explore the Algerian teacher development

policy, under the climate of the educational reform,  to see whether the Algerian teachers who

represent the key factor for the success of the reform fit the challenge; a challenge that should

meet some criteria.  In this respect, reporting on quality education, the UNESCO publication

(2004, cited in Elizabeth Leu 2005:22), selects five areas critical to teacher quality:

1-Finding the right recruits
2-Initial teacher education
3-Ongoing professional support
4-Teacher earnings
5-Teacher deployment and conditions of service

In our investigation, the third  area, ongoing professional support, will be given much

more attention. Our work will be organized as follows: We shall start with a theoretical

review which aims at clarifying some concepts of teacher development that are pertinent to

our topic. The most appropriate models through which teachers can develop professionally

will be presented. Then we shall examine Algerian teachers’ classroom practices. A

questionnaire is designed and delivered to teachers in the wilaya of Tizi-Ouzou; it aims to

inquire into the teachers’ practices in the field for the purpose of getting answers to the issue

of the teacher develoment policy launched in the country to meet the reform. The

questionnaire is followed by an analysis of inspector’s in-service class visitation reports in the



same district. We shall end this section with the examination of the syllabus specifically

designed for teachers already in the field and taken separately in charge by the University and

the British Council under the authority of the Ministry of Education.

I- Review of the Literature

The main concern of this chapter is to present a theoretical framework which will

serve as a basis for our discussion of teacher development in the Algerian context of

education reform. Our primary objective is to present some key concepts as teacher

professional development versus teacher training, the process through which teachers can

develop, and some models of teacher development implemented in some parts of the world.

A- Teacher Professional Development:
a- Teacher training versus Teacher Development: A Tentative comparison

At the outset, it should be noted that many definitions can be found in the literature

related to the field of teacher education. Wallace (1991:3), for example, gives a contrastive

definition of teacher training and teacher development. He particularly views teacher training

as: “something that can be presented or managed by others, whereas development is

something that can be done only by and for oneself”. Penny Uhr (1997), on her part,

delimitates the scope of each type as regards the academic setting wherein training or

development can be conducted. She especially writes: “Teacher training may be defined as a

preparation for professional practice usually through formal courses at colleges and

universities” and “Teacher development, on the other hand, usually refers to professional

learning by teachers, already engaged in professional practices, usually through reflective

discussion sessions based on current classroom experiences.”

In fact, the sharp distinction between teacher training and teacher development might

be attributed to the distinction between pre-service and in-service teacher training. In view of

what has been claimed above, we can conclude that teacher-training can imply unthinking

habits formation.



The use of a teacher education policy makes it necessary to rely on models of teacher

professional learning. In this respect, Wallace (1991:5) distinguishes three major models: the

craft model, the applied science model, and the reflective model.

The craft model encompasses training courses which are based on imitation and

reproduction of classroom practices and reproduced during teacher training sessions. They

refer to the traditional type of teacher-training which is defined by Penny Ur (1996) as “the

learning of skills and techniques through observation and imitation of classroom model”.

This option of training courses is inscribed under the banner of traditional teacher-

dominated modes of learning to which teachers are exposed during their own schooling.

Kennedy (1997) refers to them as “apprenticeship of observation pedagogies”. In this model,

a teacher learns to teach in the way apprentices learn crafts.

Attention is needed to the distinction between the former model and the applied

science model. Differently from the craft model which is solely based on the reproduction of

classroom practices, the applied science model appeals to theory about applied linguistics and

didactics inasmuch as through this model teachers learn to teach by being taught research-

based theories before implementing them in their classrooms. It is a model which combines

theory and practice. Teachers are provided with theoretical assumptions which they are asked

to implement in their classrooms.

Radically different from the two models mentioned above, is the reflective model

which follows out a learning process and develops moral, cultural, social, and intellectual

aspects of the whole person as an individual and a member of society. The reflective model is

based on experience from which personal theories about teaching and learning are reflected

before they are tried out in the field. This model suggests that teachers learn to teach by

reflecting on their own experience to develop their professional abilities further.



The two former models result in an imperative drive to equip teachers with a practical

skill. A good illustration is provided in figure one below which illustrates a behaviourist

teacher training procedure; the trainee is placed in a receptive position following the master’s

pattern (craft model) or the trainer’s input on research and theory (applied-science model).

There is no place left for reflection

Master teacher expert practice

Academic research                    training learning                trainee teacher

Theories and abstract

Figure 1: teacher  training (Penny Ur, teacher training and teacher
development in (http://www.jalt.publication.) or /tlt/files/97/oct)ur.html) retrieved on
14th 5-2007

Different from this, is the third model (the reflective model through which learning

derives from reflection and practice) which relates to teacher development and is illustrated

below by the diagram presented by Kolb.

Concrete experimentation

Active Experimentation Reflective

observation

Abstract conceptualisation

Figure 2: “teacher development” (Kolb1984 in ibid)

The observation that can be made in this case, is that the teacher trainee remains active

while processing experience and reflection. It is recommended here, before deepening our

analysis of  teacher education, to take full notice of the major features of the three models

http://www.jalt.publication


which are overarched by teacher training versus teacher development policies.The main

characteristics of the two options are given below in a contrasting view:

Teacher training (the craft
model+the applied science model)

Teacher development
(the reflective model)

Imposed from above
Time-bound
Not based on personal experience
Information/skills transmission
Other oriented
External evaluation
Unthinking acceptance of
information
Disempowers individual teacher

Initiated by self
Continuing
Based on personal experience
Problem solving
Inner-directed
Self evaluation
Personal construction of knowledge
Empowers individual teacher

Teacher training vs teacher development (based on the work of Spratt, 1996:52)

This contrasting view of teacher education reveals the big difference between teacher

training reflected by the top-down approach, and which belongs to the traditional trend

whereby teachers are filled with the unnecessary theoretical knowledge and are resorted to

carry out prescribed classroom procedures, on the one hand, and teacher development

reflected by the bottom-up approach, and which belongs to the constructivist trend of teacher

development, a trend which favours teacher reflection on the basis of teachers’ own

knowledge and experience in their classroom, on the other hand. Another additional

difference which is far from trivial, is that unlike the teacher training model which involves

working with expert trainers, teacher development involves working with partners.

b- Teacher Development Redefined

Faced with rapid evolution and demand for high standards to meet the evolving

society which needs autonomous learners capable of dealing with change, teachers feel the

need, as never before, to update their knowledge and acquire competencies through teacher

development programmes. This is the call made by Elizabeth Leu (2004) who places teacher

education as one of the most significant element that can lead to quality education. She

particularly believes that quality education results from quality of learning and quality of

teaching.



Teacher education is the key to quality education. The point we wish to highlight,

however, is that the concept of teacher development is defined by many in different ways. For

Pennington (in Farrell, 1998:12), for example, teacher development undergoes an involving

continuous cycle of innovative changes in relation to different contexts and

circumstances.Craig, Richards & ajoj,(1998:105) define teacher professional development as

“the range of life long learning activities by which teachers develop and extend their

professional competences, personal education and aspiration; it includes both guidance and

training inside the classroom, and programs undertaken away from the school setting”.

According to Nancy W. Johnson (2007), teacher education must simultaneously

provide support for classroom practice while also providing theoretical support that builds

teachers’ understanding of the principles underlying the changes in practice. In other terms,

teacher education lies in the joint intervention of practice and theory. And Guskey (2000, in

ibid), “hypothesizes that changes in teachers’ beliefs and motivations are often followed by

changes in teacher practice rather than proceeded by them”.

c- Professional development programs and processes

There is a growing body of evidence that too often the teacher learning programs show

too much theory or irrelevance as they rarely address teachers’ needs. To deepen their

professional growth teachers should be given support to practice, analyse, use critical

thinking, reflect and refine instructional practices. to gain knowledge, skills, competences and

experience. To quote  Elizabeth Leu again, “If teachers are to become reflective practitioners

who use active learning approaches in their classrooms, where students learn through

problem-solving, critical dialogue, inquiry, and the use of high-order skills, teachers must

learn and improve in professional development programmes that not only advocate but also

use and model these same methods ( 2005:21)



According to Lawrence’s (1974), programs with individualized activities are more

likely to achieve their objectives than were those that provided identical experiences for all

participants. In other terms, reflective teacher development processes based on individual

critical thinking and collaboration are more likely to form autonomous teachers capable of

encountering change, than mimecry processes of teacher training programmes which do not

respond to individual learning.

B- Teacher professional development models

After having given a general view on teacher training and teacher development, we

can now turn more precisely to teacher professional development models. Before considering

the issue, it is of particular interest to define a model. In this respect, two definitions can be

found in literature. For Ingvarson (1987), for example,  a model can mean a design for

learning, underlying knowledge about teaching practice and approaches facilitating teachers’

knowledge. Joyce and Well, (1972), for their part, see a model of teaching as a staff

development plan used to as a guiding framework for the design of a staff development

program. The following models have a direct relation to Joyce and Well’s definition.

i-The Cascade Model

The cascade model is a top-down approach to teacher training; It is based on

centralized training. The cascade model, called also a multiplier approach, is organized

through large scale centralized workshops or courses driven by expert instructors who

transmit theory via lectures and presentations or paradigms to be reproduced. In this model,

one or two teachers from every school are trained at off-site courses and are given the role of

pedagogy transmitters. The pedagogical authorities rely on those teachers who attend the

workshops to pass the newly gained information to their colleagues. Based on exhortation

rather than on practice modelling, these workshops have rarely a positive impact on teachers’

approaches and lead to little change in teachers’ classroom practice. According to E. Leu



(2004:2), “This can be an effective strategy for transmitting messages about aspects of

educational reform, for example, when mechanisms and support are in place, to ensure that

the multiplication takes place. This is rarely the case and therefore most frequently the

information does not cascade down to lower levels at all”.

ii- Cases and Case Methods

Currently, there is a growing consensus that cases and case method in teaching are

powerful tools for teacher professional development. In order to understand fully what cases

are, and why they represent genuine materials for teachers to grow professionally, a definition

of “cases” is required. A case is generally defined as a descriptive narrative form research

document, based on real-life situation or events (K.K., Meresth, 1994). It has a problem-

focused plot related to teacher classroom practice which should be framed and analysed from

different perspectives. According to Judith H. Schulman (2002) , a case includes reflective

comments made by a teacher-author who raises many questions on his performance. Teacher

empowerment can be driven through case writing which is awareness-raising, and discussion

about experiences through examination, exploration, and analysis of what takes place in the

classroom.

Teacher development through case study provides guidance and refinement of

classroom practices. Case methods generally include discussion, role play, written analysis

and aim at developing attitudes and techniques, skills of observation and competences. To

quote Schulman, “Cases are powerful means to develop habits and techniques of reflection, as

well as stimulus to analytical thinking” (ibid). On the thinking grounds, H. G. Birch and H. S.

Rabinowitz, cited in P. C. Wason et al (   ) relate thinking and reasoning processes to

individuals’ previous experience. With reference to Maier, they draw a distinction between

reproductive and productive thinking. Both processes relate to what the authors name directed



thinking- “the kind of thinking which occurs when someone tries to solve a problem (1968:

9).”  As regards the distinction mentioned above, the authors write (1968:44):

Reproductive thinking,  Maier believes, is characterized by the solution of problems by
means of the existence of stimulus equivalences in the novel (or problem) situation and in  the
previously mastered situation. Thus for him, reproductive thinking and transfer of training are
to be considered closely similar if not identical phenomena. Productive thinking, however, is
not merely the process of arriving at a solution through the direct application of previous
learning. In productive thinking, past experience is repatterened and restructured to meet
current demands, and is thus the counterpart of reasoning.

Evidently, P. C. Wason et al point out the very best manifestation of reasoning which

appears to be conducive to the construction of autonomy inasmuch as it illustrates the

individual’s capacity to deal with a personal approach to problem-solving issues.

iii- School-Based Professional Development Model

After unanimous dissatisfaction has been noted about the effectiveness of in-service

teaching programmes in the 70s and 80s, ( Dennis Sparks and Susan Loucks-Horsley (1989) a

new environment for effective practice came of age. Accordingly, Sparks et al (ibid) listed six

effective practices that should be taken into account to improve teachers’ job-related

knowledge, skills, and attitudes:

1–Programmes should be conducted in school settings and linked to ‘schoolwide
efforts.

2-Teachers participating as helpers to each other and as planners, with administrators,
of in-service activities;
3-Emphasis on self instruction, with differentiated training opportunities;
4- Teachers in active roles, choosing goals and activities for themselves;
5-Emphasis on demonstration, supervised trials, and feedback; training that is concrete
and ongoing over time
6- Ongoing assistance and support available on request.

It follows that School Based Professional Development Model is based on a wide

variety of patterns: groups of teachers at a single school collaborating to improve their

practice, or a group of teachers belonging to many schools and working in clusters, or a

combination of the two types of patterns.



This alternative  becomes significant if we consider that the model of school-based

education is intended to enhance the quality of teaching by extending professional

competences and instructional abilities through teacher development and mentoring at the

school level. “school as a unit of in-service training and professional development”  is a motto

that could suit best this model (Graig, et all, 1998:131).

Chief among the striking features that identify School Based Professional

Development Model is the process of “collaboration” which is regarded as a key tool for the

construction of teen-agers’ competencies with the assistance of “partners” who engage in

mutual and self-professional development. There are some evidence that the best strategies

that characterize the model involve discussions, classroom observation, and peer-coaching.

Regarding the range of syllabi which are overarched by these in-service workshops,

they vary from  “ad hoc and loosely organized, to partially or wholly structured around

teachers expressed needs, to highly structured programs that are closely related to the

curriculum of preservice teacher education. Sharing of experience and communal problem-

solving are almost central to these programs”(ibid).

A school-based model is considered of prime importance in cases where teachers

receive little professional attention and are asked to implement reforms for which they have

no practical preparation and no available models.

Dissimilar from the cascade model which is characterized by central leadership, is the

School-Based Professional Development Model which shows decentralization of authority to

regional and local levels (Hiebert et all, 2000, in E. Leu 2005). It is important to note that

good performance of this model lies in organization and leadership and in teacher incentives.

In an effort to take into account the influence of incentives in teacher education programmes,

Elizabeth Leu (2005:4) suggests a range of measures that could motivate teachers in their

development. Considering incentives as a system support that is crucial in teacher



development programmes, she came with propositions ranging from covering teachers’ cost

and reimbursing travel expenses, certifying teachers for attendance, to officially recognizing

and praising teachers’ participation”.

By and large, the conclusion to which we are conducted is that, teacher training and

teacher development lead to different teacher profiles. On these grounds, it is worth

considering Jack Zevin’s (2000) teachers’ classroom instructional categories. According to

the author, teacher’s  roles can be categorised into the didactic, the reflective, and the

affective roles. The didactic role relates to the presentation of pre-digested information. The

reflective role aids learners to gain thinking skills, to solve problem, and to construct and test

hypotheses. The affective role is “concerned mainly with the examination of “controversies,

values, beliefs, on a personal, social, and international level as a step to decision making”

(Zevin, 2000:44).

In our attempt to analyse the teacher development educational policy implemented in

the Algerian educational system, we shall borrow our paradigm from Jack Zevin (2000),

teachers’ classroom instructional roles. As mentioned above, the teacher’s instructional roles

are categorised into the didactic, the reflective, and the affective roles. We note a diversity of

defining features among these categories.

The didactic role, for example,  relates to three sub-roles: authority which is

directive, the resource which is defined as a data provider, and guide or adviser. This

category presents pre-digested information by means of three types of technique: lectures,

recitations, and consultations.

The reflective role aids learners to gain thinking skills, to solve problem, and to

construct and test hypotheses. It appeals to three sub-skills which are: the catalyst or Socratic

questioner who uses reasoning chains based on rules of logic in which rules are used as

standards against which the validity of conclusions are measured, to set the truth, the



scientific inquirer who uses deductive and inductive reasoning based on rules of evidence

which draw conclusions from biological and social science research, and the artistic

interpreter of symbols who uses personal and creative approaches to social problems.

The last instructional role, the affective, which is concerned mainly with the

examination of “controversies, values, beliefs, on a personal, social, and international level as

a step to decision making” (Zevin, 2000:44), the teacher plays the part of a dramatist actor, a

socialization agent, or a devil’s advocate. A socialization agent helps learners to construct a

frame of reference whereas a devil’s advocate switches sides and takes unpopular positions,

on purpose, in order to stimulate debates in the classroom.

1- The Algerian Teacher training/development courses: Description of the
Phonetics and Linguistics course (Appendix 2) : (Ecole Normale Supérieure des Lettres
et Sciences Humaines)

This course is subdivided into two distinct sub-courses (phonetics course and

linguistics course). It is intended for Middle School Teachers who are requested to attend it

once a week at the Ecole Normale Supérieure des Lettres et Sciences Humaines. Phonetics

course includes eight lessons which follow out a linear and descriptive procedure. The course

starts with a general introduction before giving a detailed presentation of every lesson. These

lessons start each with a short introduction and show the following content:

Description, analysis and discussion of the teacher-training courses

1- Phonetics and Linguistics Courses

Both courses show an academic and detailed type of content with a descriptive

presentation of a variety of linguistic items specific to each course. These two courses show a

linear procedure inasmuch as every section has a specific focus and stands by itself. Another

specific feature that highlights this linear procedure lies in the fact that every section is taught

once for all.



The type of exercises provided in the first course illustrates the didactic role devoted to

the supervisor/university teacher whose main objective is to transmit knowledge to the

teachers and test them accordingly. Besides, the course itself is deprived of any

communicative dimension as it is restricted to inert information about phonetics and

linguistics.

As regards the characteristics of the teacher training course, the model follows out a

bottom-up approach and relates generally to pre-service training rather than in-service training

policy. The content and methodology of the two courses highlight the linguistic objective set

by the Ministry of education. The course is devoted to Middle School Teachers who need to

acquire the linguistic competence of the English language which they have to teach. What

should be noted, however, is that the method fleshed out, here, is not conducive to the

development of a constructivist teacher profile. Lessons are structured in a linear way; they

are delivered in drill/exercise types of lessons; and their focus is restricted to language. This

kind of methodology defeats the constructivist orientation of the reform for teachers who are

meant to be the key factor of the pedagogical change. The disadvantage of such a method

when dealing with a teacher development policy in line with constructivist principles and the

reflective model is that the teachers involved will certainly go on teaching the way they are

being taught.

2- Algeria Summer School Teacher Training (8th-12th July 2007 run by British Council)

Course description

The course took place in July 8th 2007. It targeted Middle School Inspectors  in English

Language Teaching and Learning, and head teachers . It lasted five days, from July 8th to July

12th. The course comprises five fields in teacher education:

(1) Language and instructions used by teachers in the classroom
(2) Classroom management
(3) Managing large groups and mixed abilities
(4) Speaking skills with large classes



(5) Assessment types and tasks

In parallel with these fields, the British council team provided inspectors with

definitions and activities about task-based learning and other approaches. The hand out

transmitted to inspectors mentions six approaches:

(1) Presentation, Practice, Production (PPP)
(2) The lexical Approach
(3) Task-Based Learning (TBL)
(4) Communicative Language Teaching
(5) Audio-Lingualism
(6) Grammar Translation

What should be noted at the first go is that there is no reference to both the

Competency-Based Approach, and the constructivist trend in the British Council teacher

training course. It is also worth noting that the main focus of the course (see the

aforementioned five field of concern) is related to classroom practices and teacher’s didactic

roles.

We note at the outset a disconnection between approaches and their respective

theoretical trends underpinning them. This approach to teacher training is closer to what

Wallace defines as the applied science model, with the limitation to the descriptive features of

each approach. From this it follows a real difficulty to raise inspectors’ awareness about the

construction of competencies and other various types of skills in addition to the appropriate

use of language in social contexts. Even though the procedure used in the activities designed

in the British Council course relates to learning by doing, it remains that the course is

restricted to language learning and classroom teaching practices.

The competency-Based Approach is broader in scope as it encloses cross-disciplinary

competencies such as communication-related competencies, methodological competencies,

personal and social competencies, intellectual competencies, in addition to the subject matter

(linguistic) competency. The course delivered by the experts of the British Council remains

therefore insufficient in the present context of teacher education as it is far from fulfilling both



the inspectors’ and teachers’ needs for autonomy. Its didactic characteristic which clearly

ouweighs the reflective and affective dimensions of teacher development goes against the

reform principles.

3- Inspector’s Visitation Report (Appendix 3): Description of the in-service teacher
visitation reports

To narrow our field of observation, we have relied on in-service class visitations

reports. It interests us to consider teachers’ classroom practice to have a clear view on the

implementation aspect of the teacher development policy decided by the Ministry of

education. We believe that the study of an expert’s reports on in-service class visitations will

suffice for our inquiry. Our analysis has covered forty-nine (47) detailed reports from the

district of Tizi-Ouzou, under the supervision of a Middle School Inspector. Among the total

number of reports, ten (10) relate to MS1, nine (09) to MS2, fifteen (15) to MS3, and (15)

fifteen others to MS4. As shown below, the schedule of observations gives a fairly systematic

sample of the classes throughout the middle school cycle. In addition, the course is reflected

in its entirety throughout the four levels as illustrated in the following table:

The table above does not reflect teacher’s instructions from the teaching session in its

entirety, it identifies and marks the instructions and lessons actually made within every file

mentioned in the table and presented each as a central lesson in the class. It is interesting to

note, however, that classroom observation sessions have provided us with much insight into

FORM FILES
One                  Two              Three           Four Five Six

MS1 3 4 5 6

MS2 1 3 4

MS3 1 2 3 4 5

MS4 1 2 3 4 5 6



the type of teaching instruction and the types of lesson dealt with in the classroom. These in-

service visitation reports were conducted during the 2005-2006, 2006-2007, and 2007-2008

school years; four, five, and six years respectively after the reform was launched.

The inspector’s in-service class visitations in the district of Tizi-Ouzou: Description of
the visitation reports’ data (appendix 4)

We have registered forty seven (47) reports which were distributed as follows:

Form
Total
number

2004-2005 2005-2006 2006-2007 2007-2008

MS1 10 09 01

MS2 09 09

MS3 15 02 01 10 02

MS4 15 11 04

Distribution of inspector’s visitation reports in the Middle School

It is important to note that the distribution is not limited in scope as the four Middle

School levels (MS1-MS2-MS3 and MS4) are represented in the classroom visitation reports.

In dealing with the school years targeted by the reports, it will be worth to mention that the

school-year 2007 has taken the lion’s share with thirty nine (39) reports out of the total

number.

Teachers’ experience:

We have restricted our sampling to forty seven (47) teachers belonging to the district

of Tizi-Ouzou; a sampling chosen as far as possible as being typical of the whole target

population. The reports targeted Middle School teachers having in charge the MS1-MS2-MS3

and MS4 classes which learn English as a foreign language. The teachers were categorized

according to their professional experience as shown in the table below.



Teachers Professional experience Number of teachers

The first category From 0 to 9 years 08

The second
category

From 10 to 15 years 16

The third category From 16 to 20 years 12

The fourth
category

From 21 to 27 years 08

The fifth category 28 and more 01

The sixth category No precision of
experience

02

Teachers categories in terms of experience

The second category represents the greatest number of teachers; their experience

varies from 10 to 15 years. The more experienced teachers, who belong to the third, the fourth

and the fifth categories represent respectively twelve (12), seven (08) and one (01) members.

Two (03) teachers have not mentioned any experience.

3- Inspector’s teacher visitation reports

The analysis (Appendix 3) aims to display the findings sorted out from our study of

the teachers’ practice and the inspector’s respective remarks and recommendations included

in each and every visitation report we have collected from the Middle School district of Tizi-

Ouzou.

The recurrent recommendation found in most of the visitation reports relates to the

necessity for teachers to adapt themselves to the principles of the new approach. Put in the

conclusion of the reports, the recommendation addressed to teachers reads: “Il lui est

cependant recommandé de bien s’imprégner des principes de base de la nouvelle approche

adoptée par notre système éducatif, et ainsi adapter sa pratique pédagogique aux exigences de

l’heure.” This point deserves more attention. Our findings indicate that among the three



teaching categories, the didactic, the reflective, and the affective, the former only is targeted

by the teachers in their classrooms via lecture- recitation teaching technique in which the

goals are clear and the questions are crisp, with answers that are either right or wrong.

The results sorted out from the examination of the classroom visitation reports reveal

that teachers fail to adapt to the new constructivist approach. Most of them stick to teaching

the linguistic competence with a didactic orientation. This technique favours the use of

information and recall techniques over thinking skills or attitude development towards social

issues. The linguistic competence still occupies a central place in the Algerian teachers’

objectives even though the reform is in its sixth (6th) year of its implementation. The second

disappointment lies in the non-existence of the four major competencies of a constructivist

syllabus in the teachers’ classroom practice. These competencies are:

1-The intellectual competencies (the use of information, problem solving, critical
judgment, and use of creativity).

2- The communication-related competencies
3- The personal and social competencies (to cooperate with others, achieve his/her

potential)
3-The methodological competencies (to adopt effective work methods, use

information and communications technologies)

In the “document d’accompagnement de 3ème AM ( section 4.11: Rôle de

l’enseignant/ 4.1.2: Stratégies d’enseignement) it is assumed that:

« -4.11: Rôle de l’enseignant
(…) L’enseignant, sans abandonner son rôle, ne doit plus se contenter de
dispenser des contenus mais il doit guider, aider, et encourager l’élève à prendre part à sa
propre formation »
« 4.1.2:Stratégies d’enseignement
L’enseignant doit non seulement aider l’élève dans le traitement de l’information, lui

enseigner les stratégies d’apprentissage, mais il doit également lui apprendre à évaluer l’usage
de ces stratégies en lui donnant, le cas échéant, des moyens de réajuster son utilisation ».

Here, we must clear the ground of the confusion between the syllabus orientations and

the recommendations inserted in the “document d’accompagnement” on the one hand, and

between the former and the teacher development policy on the other hand. It is commonly



acknowledged by specialists of education that an educational policy should articulte the whole

of the aspects of the reform. Ignoring this fact will unavoidably result in heavy contradictions

and a heavy disorder in the implementation of the reform.

We note a heavy mismatch in the syllabus design which gives prominence to linguistic

content. The amounts of linguistic content in the students syllabi and in the textbooks which

reflect the syllabus result in an overload of material and a stronger emphasis on content

knowledge rather than on high-order skills, and competencies. This constraint on students’

syllabus design contradicts the philosophy behind the competency-based approach and the

constructivist vision of education which both substantiate procedural knowledge construction

and the building of competencies without an imposed linguistic and thematic content and an

imposed linear gradation which belong to the principles of the traditional approaches. Against

this position, Piaget ( in Grossman, 1973:93) argues that we should necessarily move away

from the traditional teaching view which favours quantity at the expense of quality in

education. He particularly states:

Supporters of the active school reply that since so little learning is retained when it is learned
on command, the extent of the program is less important than the quality of the work. A
student who achieves certain knowledge through free investigation and spontaneous effort
will later be able to retain it; he will have acquired a methodology that can serve him for the
rest of his life, which will stimulate his curiosity without the risk of exhausting it. At the very
least, instead of having his memory take priority over his reasoning power, or subjugating his
mind to exercises imposed from outside, he will learn to make his reason function by himself
and will build his own ideas freely.

There is ample evidence that the dominant pedagogical stance in Algeria, a stance

which largely regards in-service teachers as “empty vessels” is far from fleshing out this

students’ Piagetian pedagogical orientation. The in-service support from the Ministry of

Education seems to consist mainly of short courses based on prescriptive pieces of advice and

guidance from lecturers who use the top-down approach to teacher- training when the need

calls for disseminating innovations. Teachers are taught subject methods in the form of



“recipes” to be applied in the classroom regardless of context which would allow them to

interpret the syllabus to specific classes and students.

Although new pedagogical approaches and strategies are often advocated (CBA,

communicative teaching and learning, skill getting, language construction…), and included

aims within the curricular literature (e.g. learner-centeredness, group work, collaborative

learning, role-play, project-work, reflective learning…), there is little evidence of their

application to the teacher training process itself. The occasions in which in-service teachers

are invited to deconstruct and reconstruct their own experiences/practices in ways that might

enable them to understand and internalize the constructivist practice are very few.

Against this position it has been argued that learning to develop, in the teachers,

abilities linked to classroom skills such as the way to ask questions and negotiate meaning, to

conduct library and internet searches, to select, collect and organize data, together with more

technical devices, such as designing and administering questionnaires, planning and

conducting interviews, and writing and reading statistics; in other terms, creating vibrant

learning environments that require active student involvement, stimulate higher-level thinking

skills, and giving students responsibility for their own learning for the purpose of constructing

their autonomy, requires an integration of propositional knowledge with the contextual and

situated knowledge of specific classrooms and learners. This manner of coping with change

generates meaningful generalisations for future practice which should be grounded in

teachers’ needs and experience. This reflective process shifts from the focus on discrete

elements to a dialogic relationship.

Within this context, inspectors’ clinical supervision to teacher in-service is particularly

ineffective under the circumstances of present reform programmes. The results sorted out

from our investigation reflect a restriction of the inspector’s orientation to the didactic

dimension. This fact shows clearly that the Ministry of Education Inspectorate seems to be



unprepared or underprepared to meet the challenge of teacher development within the

constructivist option.  Inspections follow out the traditional framework. For illustration, we

would like to mention some characteristic elements of this traditional approach to teacher

training: visits are badly timed; they are often rushed, irregular, and mainly oriented to

assessment rather than to teacher development. Teacher assessment is narrow in scope,

restricted to one short visit. Inspectors’ grades about teachers’ classroom performances, in this

context, raise doubts about validity and reliability. This type of assessment rarely gives insight

into whether teachers are organizing learning for their students and are learning from their

mistakes and developing their practice.



Chapter Eight: Teacher-Support Policy:(2)Teachers’ Perception of the
Teacher development Policy in the Algerian School

This chapter aims at gathering teachers’ feedback as regards the teacher development

policy implemented in the Algerian school. We have relied on a questionnaire distributed to

Middle School teachers in the wilaya of Tizi Ouzou to investigate into the national teacher

education policy supporting the reform. The questionnaire has the ambition to scrutinize the

diverse aspects of a constructivist teacher development programme which will serve as

analytic criteria for teachers’ responses. On these grounds, we shall bring to light the

orientation given to teacher education in the Algerian school. We shall start the chapter by

providing a rationale about teacher education and teacher development models. Then, we

shall examine the questionnaire and state the result. We shall end the section discussing the

results.

I-Review of the literature:
1- Towards Active Professional Development

Our objective in providing a rationale about teacher education is to situate the Algerian

teacher education policy within the general frame of teacher education. The real problem is

what kind of teacher education results we are to have in the Algerian field . When we speak of

a constructivist teacher education policy, do we mean a complete shift from the traditional

teacher profile to a new one or a need for an  adaptive transitional  phase? Or should we

expect in Wallace’s words, a “passive or reactive force” on the part of teachers, a reaction due

to the nature of the Algerian educational system? The answer to this question will arise from

the tight junction between our investigation into the teacher questionnaire and the rationale we

are to provide in this section. The rationale will capture two interwined major features of

teacher education, namely reflective teaching and collaboration.

a- Teacher self and peer Reflection



It is interesting to note that teacher’s reflection aims at facilitating both teachers’ own

learning and students’ learning. As regard teacher development, it is commonly

acknowledged by constructivists that reflection has reigned supreme. Schon (cited in Freeman

et all, 1996:281), for example, considers that “the most effective method generating

autonomous professional development is the ability to reflect on one’s practice and teachers

as reflective practitioners will be able to continue to develop their professional expertise”.

It is imporatnt to note, however, that research on reflective practice leads to a plethora

of terms used interchangeably by different authors: “reflective practitioners”, “researchers”,

inquiry-based teachers”, to name just some. In our attempt to define a reflective teacher, we

shall rely on Fosnot’s definition which reads: “an empowered teacher is a reflective decision

maker who finds joy in learning and investigating the teacher learning process, one who views

learning as a construction and teaching as a facilitating process to enhance and enrich

development” (cited in Williams & Burden). In much similar terms, Kottkamp, (1993:19)

notes: “Reflective practice is a means by which practitioners can develop a greater level of

self-awareness about the nature and impact of their performance” (cited in Asmaru Berihun et

all, 2006). In sum, according to Schon (1987), reflective practice can be defined as the

combination of theory and practice leading to a critical process of thought used by teachers to

refine their performances bringing to the conscious level those practices that are implicit.

In order to understand the full impact of reflection on educational practice, it is of

particular interest to refer to John Dewey whose influential view breathed the spirit of the

progressive era. Dewey indicates quite accurately that learning occurs within purposeful

problem-solving circumstances. He especially notes: “a routine teaching takes place when the

means are problematic but the ends are taken for granted”, while “active, persistent and

careful consideration of any belief or supposed form of knowledge in the light of the grounds



that support it and the further consequences to which it leads” remains the basis for critical

reflection. (ibid)

A similar view is shared by Richards who argues that self-inquiry and critical thinking

are basic features of a constructivist teacher. He defines critical thinking in relation to

teacher’s previous experience in the field of teaching in particular and in real life in general,

as “an activity or process in which experience is recalled, considered and evaluated usually in

relation to a broader purpose. It is a response to a past experience and involves conscious

recall and examination of experience as a basis for evaluation and decision making and as a

source of planning” (cited in Farrel, 1998:16).

No less significant for the understanding of teacher reflection, is J.J, Kaltz’s (p: 240),

view which states the issue of experience within the banner of innate ideas. He particularly

writes that, in conformity with the rationalists’ view of experience, these innate mental

operations, or conceptual knowledge, “contribute directly to our stock of abstract concepts

and indirectly organize the content of experience by serving as models for the construction of

particular concepts, which, accordingly, have the structure of the abstract concepts on which

they are modelled”.

In other terms, reflection occurs within a process of interaction between experience

and innate principles of mental operations. In this respect, Leibniz wrote: “ Necessary truths

must not have principles whose proof does not depend on examples, nor consequently upon

the testimony of the senses, although without the senses would it never have occurred to us to

think of them”. (Cited in Kaltz, p: 244-245). For rationalists then, conceptual knowledge

remains a joint product of the mind and the senses, “In which experience serves to realize the

innately fixed form of mature conceptual knowledge”. In sum, what has become increasingly

clear is that reflection attempts to turn the traditional “cookbook” approach to teacher



training, into hands-on involvement with a focus on developing reasoning abilities to

construct teacher autonomy.

It must be noted that active reflection can show a diversity of defining features. It can

take the form of language awareness to know how grammar(s) work(s); it can be cognitive

awareness to understand how things and events are related to one another; it can also stand

for cultural awareness in order to understand, compare and contrast between cultures.

As regard the teacher’s role in the field of learners’reflection, Jane J. Meyer (2005)

states that in a standards-based curriculum, “staff needs additional training in goal setting, in

using student-centered learning strategies, and facilitating student reflection and evaluation.

Increased preparation time is necessary to plan the learning projects and gather the materials

that lead to skill development and transfer across the roles.”

b- Teacher Self-and Peer reflection and active learning as a process

The use of reflection makes it necessary to define its different modes. According to

Schon (1987), there are two types of reflection which facilitate professional learning:

reflection-in-action, and reflection-on-action.

The two types of reflection show distinguishing marks. Reflection-in-action takes

place during teachers’ activity to reshape and refine the activity while in progress, whereas

reflection-on-action occurs after an activity has been accomplished or after it has been

interrupted. Through Reflection-in-action, the practitioner learns by doing and develops the

ability  for problem solving which enhances professional growth. Radically different is

Reflection-on-action which aims at understanding the practice with reference to experience

and the potential assistance of others.

Concerning the procedure, we note two different models of reflective learning in the

literature: a linear model, and a cyclical one. As for the former, it can be traced back to some

authors. For Peters (1991), for example, reflection takes place within a four step process



which is called DATA: describe, analyse, theorize, and act. The procedure starts with the

teacher giving a critical description of the practice. Then follows the analysis of the

theoretical assumptions underlying the practice. After he theorizes about the alternative

possible ways to refine his practice, he puts finally his theory into action and reflects on it.

Boud et al’s procedure is similar inasmuch as it describes also a four-stage reflective

model: analyze, interpret information, prepare an evaluation report, and prepare an action

plan. Slightly different from the beforementioned procedure, is Atkins and Murphy’s (1993),

which identified a three-stage reflective process: awareness, critical analysis, and reflection.

Similar to Boud et all’s procedure, is Schon’s which identified three stages of reflection:

conscious reflection, criticism, and action.

Regarding the cyclical process model, it finds its origin in Dewey’s (1933) conception

of reflective thought and reflection.  It is interesting to note that Rodgers’ reflective cycle

(2002) has its roots in Dewey’s vision of reflection. This model comprises four phases:

-Learning to see (observation)
-Learning to describe and differentiate (the observed experience)
-Learning to think from multiple perspectives (analyzing the observed experience)
-Learning to take intelligent action (experimentation)

What differentiates Rodgers’ model from the originel design is that practitioners can

move forward and backward through the cycle, from description to analysis and vice versa.

Reflection through this cycle should be viewed, therefore, as the first step to which peer

observation should be added to enhance critical conversations, discussions about experienced

events lived by peer colleagues so as to promote active learning and individual classroom

practice.

c- Self-Observation

Based on the premise that teachers’ experience in the field can serve as a catalyst for

self-observation, B. Cohen (cited in http://writing betkeley.educ/tesl.ej38/a8.htlm) makes the

point that the influence of classroom practices can enhance teacher development. According

http://writing


to him “teachers ‘own classrooms are powerful contexts for their learning”. Said differently,

when teachers observe their practice, they are in the best position to assess their performances

and see what worked and what did not. Schratz, assert:

Audio-visual recordings are powerful instruments in the development of a lecturer’s self-
reflective competence. They confront him or her with mirror-like objective view of what goes
in the class. Moreover, classroom recordings which are kept for later use can give a valuable
insight into an individual teacher’s growth in experience over years” ( Quoted in Richards et
al, 1996:11 )

This served to prove that teachers can initiate a self-inquiry process through action

research for the purpose of improving their classroom practices. In this respect, Allright and

Baily  (1991) claim that action research allows teachers to reflect on the outcomes of their

classroom investigation and, then, construct problem- solving strategies which can help them

build their autonomy. For that reason, action research is considered as essential for teacher

professional development.

d- Peer Coaching

An additional teacher development model is peer coaching. Peer coaching is defined

as a process in which two or more teachers work together to meet a predetermined purpose to

refine classroom practices and performance. This can be conducted through the sharing of

ideas, the observation of a colleague class, problems solving, and discussions with colleagues.

In short, peer coaching focuses on collaborative learning which is non judgmental or

evaluative. In support of this model, France Low (in Richards et al, 1996) believes  that

teachers can gain ‘self-knowledge” by observing their colleagues’ teaching classroom

practices.

Literature dealing with peer coaching shows that there exist several models: technical

coaching, collegial coaching, team coaching, cognitive coaching, and challenge coaching

are among the most important ones. These models range from traditional training to

intereactive orientations in teacher education.



Technical coaching or coaching by expert, for example,  is built on the premises that

some professionals have expertise or experience which is beneficial to other teachers.

Technical coachers vary in scope and purpose. We can name the most common expert

coaches: literacy coaches, mentor coaches, and demonstration teachers. (Ackland, 1991,in

Nancy, W. Johnson, 2007). Radically different, is collegial coaching or reciprocal coaching

which is based on a reflective process of teachers who engage in professional dialogue about

their practice for the purpose of refining it. This involves teachers volunteering to observe

each other and give and get constructive feedback. Challenge coaching, for its part,

demonstrates a more engaged approach to teacher development inasmuch as it develops a

team approach to working in problem solving contexts on the implementation of instructional

design and delivery of a new curriculum, textbook, of teachers guides. This model

encompasses features of competency-based approach to teacher development.

e- Collaborative learning and Mentoring

Under the influence of Vygotsky’s work, especially as regards “the zone oof proximal

development”, collaborative learning has gained ground in the teaching process. Accordingly,

collaboration in teacher education is also considered to be a key element and “a powerful

vehicle for exposing and developing knowledge of teaching” (Freeman et all, 1996:79). Schon

et all (in Richards & Freeman, 1996:94) state that “collaboration can serve as catalyst and a

mirror for exposing, expressing and examining ideas; it can lead to enriched learning and

improved instruction”.Under the influence of J. Dewey’s vision of education, schon strongly

believes that teachers gain awareness of the best practice through questioning, discussing, and

checking beliefs and practices with colleagues.

Mentoring, for its part, involves a mentor and an inexperienced teacher ; the mentor is

an experienced teacher who provides help and guidance to a novice teacher.

f Teacher professional development and E-learning



E-learning is a predominent feature of the methodological competency. It

encompasses personal research and collaborative learning insmuch E-learners interact with

one another and exchange knowledge and skills for the purpose of modeling their reseach

projects. By articulating subject area competencies and interdisciplinary knowlegde on the

one hand,  and cross-curricular competencies on the other hand, the constructivist vision of

education sees knowledge as not compartmentalised into epistemological categories.  For that

reason, “Content analysis must be seen as an act of exploration and exploitation of

unstructured knowledge, providing learners with opportunities for higher-order skills

synthesis of information” ( Wilson,1997 cited in Lisa D. Young 2003).

Through E-learning teachers encounter problem- solving situations which mindfully

engage them in collaboration and interaction with peers. Therefore, teachers’ use of a

computer should not focus on the tool as deliver of content but on how this media can

facilitate his construction of knowledge. In other terms, what imports is more the process of

learning rather than the product.

The rapid development of knowledge and the increasing accessibility of information sources
make the use of information and communication technologies (ICTs) more and more
essential. The potential they represent for research, information processing, creation and
communication in learning communities is further enhanced by the possibility of instantly
exchanging ideas or sharing or processing data from a distance. Information and
communication networks, thus, create new prospects for lifelong learning (Quebec Education
Program-Secondary School Education, Cycle One, 2004:46).

As indicated by Peter Lawless and Brown (1997), the process of interaction with the

ICTs can take various forms (Quoted in Peter R.Albion, 2000:87). The authors describe five

levels of learner control in multimedia environment:

Browsing which offers least control and interactivity and typically occurs when learners have
no specific goal and tend to take a random path through the material; searching which is
more interactive, involving a defined goal, and is typical of users of a multimedia
encyclopedia or similar software; connecting which permits learners to create their own links
between pieces of information in the system; collecting enables material to be identified and
extracted for reassembly into another artefact; and  generating, which permits learners to
contribute to the instructional database.



Accordingly, the authors categorize teachers into three main  profiles:

-knowledge seekers who have the ability to use the computer to acquire information
systematically;
-Feature explorers who have some difficulty on how to program works and how to gather
information;
-Apathetic users who stick to a selected path without precise goal.

As clearly indicated above, prerequisite knowledge, particularly with regard to

computer use, is considered as an important factor. Together with other significant factors

such as critical judgment  and creativity, prerequisite computer knowledge (digital

competency) is seen as one of the most fundamental cause of the learners’ difficulty to build

a sequence of knowledge from internet.

Obviously, in their use of the ICT, there is a need for teachers to master various tasks.

In this respect, the Quebec Education Program recommends to involve teachers in learning to:

(1) identify, (2) select, (3) classify, (4) compare information, (5) carry out Web searches (6)

use software programs, (7) communicate with e-mails. It also highlights the need for learners

to:  (1) know how to search for, (2) find, (3) select, (4) store and organize information using

various formats, (5) attach files, (6) compress them, (7) consult specialized sites, data banks,

written documents; (8) learn to choose among the peripherals at their disposal and use them

appropriately. In short learners should be able to use the ICTs appropriately.

It is now commonly acknowledged that the use of technology stimulates and facilitates

learning especially through project-based activities, teacher-learner collaboration, learner-

learner collaboration, and cross-disciplinary work. As stated by MC Laugh et al, 2003:39),

“Technology can be considered as a vehicle for significantly changing what happens in

classroom and greatly expanding greatly how and what students learn”.

It follows that the situation of teacher education, adds a sense of urgency to teachers’

need to be equipped with technology competencies so as to develop themselves professionally



on the one hand,  and to help their students to construct high-order skills, problem-solving

strategies and discovery learning, on the other.

To conclude, it is a truism to say that E-learning is extremely beneficial for teachers

inasmuch as it allows them to have access to online courses and electronic conferencing as

well as e-mail support from colleagues to keep in touch with a large teacher community so

that information available in the web and the discussion they enter can feed into their

continuous development.

In our pursuit of the examination of teacher professional development under the new

educational climate of the Algerian system, to ascertain whether the Algerian teacher

educational policy responds to the new demand and changes imposed by the constructivist

trend, we feel it worth providing a methodological framework to conduct a study on the

implementation of the reform.

The overall goals of the Algerian curriculum in English language learning sets clearly

the new teacher profile responding to the competency-based approach and the constructivist

tend of education. It particularly reads:

L’approche par les compétences, basée sur une logique d’apprentissage, ne veut en aucun cas
amoindrir le rôle de l’enseignant. Elle se propose d’aider l’enseignant à devenir autonome en
le libérant du « carcan » des fiches pédagogiques qui ne tiennent pas en compte des
spécificités de chaque élève (…) pour cela il doit : -travailler régulièrement par situations
problèmes -négocier et mener des projets avec ses élèves

-considérer les savoirs comme des ressources à   mobiliser
-travailler en collaboration avec les collègues

(Document d’accompagnement du programme d’Anglais de 3eme année secondaire,
2006 :11)

In order to accomplish the main goal of this research we have designed a questionnaire

for teachers in the field. Our objective is first to check whether teachers’ classroom practice

respond to their preoccupations, then to appreciate the results of the in-service teacher

development policy put into action by the authorities.

2-- Teacher professional development: The Bottom-up Approach



For purposes of enhancing teacher professional development, it is recommended that

in-service programmes should be lengthy and involve teachers in defining the content and

objectives rather than having topics imposed upon them. In this respect, a bottom-up approach

to teacher education suits better teachers’ construction of autonomy as it leads to collaborative

learning, motivates teachers, and provides problem solution activities. To put it in other terms,

effective in-service programme should target teachers’ needs. On the same grounds, Mustapha

Enneifar, (in Institut National des Sciences de l’Education- Sousse, 1999: 120), the head of

the in-service training programme in the Ministry of Education in Tunisia gives a fairly

obvious view on teacher education processes that involve teachers in their practices. He

notably states:

A mon avis, on ne devrait pas proposer un menu de formation identique pour tous, mais
proposer des renforcements à la carte tenant compte des besoins réels des enseignants. Il
faudrait donc que le menu de ces journées (pédagogiques) soit déterminée à partir à la fois de
l’observation des pratiques des enseignants dans les classes et des demandes émanant des
enseignants eux-mêmes.

To synthesise all that has been developed so far about teacher development, let us

quote Shulman (1996) who highlights the connection between experience and teacher

development. He writes: “we do not learn from experience; we learn from thinking about our

experience. The process of remembering, retelling, reliving and reflecting is the process of

learning from experience.” This explains the reason why the new role of the teachers should,

“encourage trainees to articulate what they know and put forward new ideas of their own; to

get them to acquire the habit of processing input from either source through using their own

experience and critical faculty, so that they eventually feel personal ‘ownship’ of the resulting

knowledge.” (ibid) To highlight the specificity of experience, Aragon (cited in Olivier

Reboul, 1995:57) states “L’experience n’est pas transmissible; seul le dogmatisme l’est”.

In sum, the major observation that can be made as regards teacher development is

emphasized by the new UNESCO EFA Global Monitoring Report which reads: “What goes in



the classroom and the impact of the teacher and teaching has been identified in numerous

studies as the crucial variable for improving learning outcomes. The way teachers teach is of

critical concern in any reform designed to improve quality (UNESCO 2004:152, Quoted in

Elizabeth Leu 2005:22).

Models of teacher development have been proposed by different specialists in teacher

education.  Denis Sparks and Susan Louks-Horsley (1989), for example, present five models

of staff development which remain close to Ingvarson’s (1987) definition of  teacher

professional education . These models are:

3- Teacher Individually-oriented staff development model

This model “assumes that individuals can best judge their own learning and that they

are capable of self direction and self-initiated learning” (ibid: 3). The authors suggest that

learning can take the form activities such as professional publications readings, discussions

with colleagues, and experiments with new instructional strategies. They add that this can take

place within a formal staff development programme or without it. The model encompasses

four phases which are:

-Identification of a need
-Development of a plan to meet the need
-Learning activity (ies)
-Assessment to see whether the type of learning meets the identified need

a- Teacher Observation/assessment model:

This model is based on the assumption that, in the words of Loucks-Horsly (1987:61.

Quoted in ibid, 1989), “Reflection and analysis are central means of professional growth”,

and “another set of eyes gives a teacher a different view of how he or she is performing with

students”. Teachers are observed and given feedback about their classroom performance. The

model is generally implemented through evaluation, clinical supervision, and peer coaching.

In this respect, three phases can be distinguished:



- Pre-observation conference in which a focus of the observation and the methods for

the observation are determined in advance.

- Observation, a phase during which data are collected. Madeline Hunter’s (1982)

recommendation is that the focus of analysis should include behaviours that contribute to

learning, behaviours that interfere with learning, and behaviours that are neutral but cost time.

-Post-observation conference in which the teacher and the observer reflect on the

performance to highlight weaknesses and strengths for the purpose of improving the lesson.

The reflection process is rooted in metacognition (awareness of one’s own thinking processes

for the purpose of developing autonomy), and cognitive coaching; it is encompasses three

phases which are:  (1) developing a plan of action (What should I do first?), (2) maintaining

and monitoring action (how am going to I do?), and (3) evaluating action (How well did I

do?). These three phases are meant to encourage and accompany reflection all along the

lesson process. Under these conditions, the role of the coach is limited to assist the teacher to

reflect on his performance by prompting answers on the basis of questioning strategies, during

the pre-and post- observation conferences. We should note also that the cognitive coaching is

complementary to clinical supervision.

It is interesting to note, here, that the method described above, is called the clinical

supervision model. This model was developed by Robert Goldhammer in 1969, and then it

underwent revision by Morris Cogan in 1973.

b- Teacher Involvement in a Development/Improvement Process model

This model is based on the assumption that learning is driven by a need to know, a

demand for problem-solving. Radically different from the previous model, this model

demands teachers’ involvement in curriculum planning and design for problem-solving

purposes. Aside from its experiential learning processing, it relies on reading, discussion,

observation, training. The procedure follows out the following phases:



- Identification of a problem or a need by an individual or a group of teachers;
- A response is formulated after brainstorming or research of alternatives, evaluation of the
procedure;

- Implementation of a plan;
- Assessment of the product.

c- Teacher Training model

This model  is based on the assumption that a big number of teachers may benefit from

a change in their behaviour by learning to replicate, in their classrooms, behaviours unknown

to them before,  thanks to adequate training and appropriate feedback from an expert trainer.

The procedure followed by trainers is described by Joyce and Showers (1988) one which

helps learners to decide about the topic of the training session, to take a joint decision about

the experst who will provide the training, to suggest the place, time and duration of the

training. Wood et all (1982) advocate the involvement of teachers in the planning of the

training programme, whereas Wood and Kleine (1987), strongly believe that the best trainers

are teachers peers.

d- Teacher Inquiry model

This model involves teachers’ ability to search for data, to reflect on them, to

formulate answers in order to refine their classroom practice. This intellectual processing

which can evolve in different types of setting, and with or without immediate collaboration,

has an important influence in the construction of teacher’s autonomy. This is point

emphasized by Dennis Sparks and Susan Loucks-Horsley(1989:16) who write:

Teacher inquiry may be a solitary activity, be done in small groups, or be conducted by a
school faculty. Its process may be formal or informal. It may occur in a classroom, at a
teacher center, or result from a university class.

As regards the procedure, teacher inquiry starts with the identification of a problem,

then the exploration, analysis and interpretation of the collected data. At the end process, the

product is evaluated to undergo possible changes. Another characteristic element, in teacher

inquiry, is that the model needs to be supported by an organisational frame such as teacher



centers and/or technical assistance in research methodology training, data-gathering

techniques.

The real problem is what kind of procedure we are to have. Shall we rely exclusively

on the bottom-up approach or think of an eclectic approach? The solution, according to

Dennis Sparks and Susan Loucks-Horsley, (1989:21), is to combine the “top-down” and

“bottom-up” categories. They believe that a successful staff development policy needs both a

“top-down” and a “bottom-up” approach. In this respect they state: “The top-down component

sets a general direction for the district or school and communicates expectations regarding

performance. The bottom-up processes involve teachers in establishing goals and designing

appropriate staff development activities”. From the foregoing, it is, we think apparent that

Sparks and Loucks-Horsley feel convinced that staff development and the organisational

context in which it occurs are closely tied to one another inasmuch as both influence one

another.

Professional staff development can occur in the workplace, or in any other

environment; it can last in some hours, days, months, or years.  To conclude on teacher

development procedures, we shall cite G.S.Murdoch (1994:52) who writes:

The methodology of the course must reproduce the kind of engaged hands on learning
experience that we expect the teachers to be able to foster in their classrooms at the end of the
course . We must practise what we preach in the sense of providing trainees with experience
of the role of the involved and interested learner.

II- Teacher Questionnaire ( See appendix 5)

To obtain more evidence for this view, we completed our research in the field of

teacher education in Algeria to come to the heart of the matter and draw effective conclusions

by understanding the teachers’ concerns and preoccupations, we designed a questionnaire to

obtain clear responses which relate to different categories.



1-Aims of the questionnaire

The main aim of the questionnaire is to gather information about teachers’

professional development from the Algerian school. It is worth mentioning that we have

relied on David Nunan’s model of questionnaire design (1992:143).. The results we shall

obtain from this questionnaire will undoubtly give us the right picture of the true agents of the

educational change.

2- Administration of the questionnaire

The questionnaire was handed to sixty (60) Middle School teachers of English in Tizi-

Ouzou to collect evidence-based information, but only forty six (46) were handed back.

3-Description of the questionnaire

The designed questionnaire is made of nine sections. They focus on the following areas:

1-Teachers’ personal information
2- In-service teacher training/development
3- Classroom supervision
4 -Coordination sessions
5 -Educational resources
6-Pedagogical support from school
7- Computer technologies in teaching
8- Project work and teacher supervision
9- Career growth incentives

The first section aims essentially at gathering personal information about the teacher.

The second section, which consists of fourteen questions, aims at gathering data about

teachers’ in-service professional development. The objective of this section is to know

whether the Algerian teacher educational policy lies on teacher-training or teacher-

development model.

The third section is composed of thirteen questions and focuses on teachers’ classroom

supervision; the purpose is to see whether the model applied follows a bottom-up, a top-down

approach or a mixed approach.



The fourth section is related to coordination sessions; it is made of ten questions. Its aim is to

know precisely whether the sessions are teacher individually-based or group-based.

The fifth section entitled educational resources consists of five questions. It is meant to

investigate into the support provided to teachers at school and outside school to enhance their

classroom practice.

The sixth section consists of five questions which aim at gathering data about school

pedagogical support.

The seventh section which is made of twelve questions is related to teachers’ competency in

computer technologies.

The eighth section composed of eight questions concerns learners’ project work and

teacher’s supervision. It is meant to inquire into the quality of teacher’s support for learners’

management and construction of their projects.

The ninth section aims at gathering information about the existence of career growth

incentives provided to teachers who take part in a teacher training/development course. It

consists of one question and eight sub-questions.

Out of a total of sixty-two questions, forty-two are yes/no questions, sixteen are closed

questions where respondents have to choose, from a limited range of answers, the one(s) they

find suitable. In addition, we felt the necessity to include two open questions to leave space

for teachers to express their opinions concerning two issues: the use of the Internet as a

pedagogical tool by their students and the teachers’ reaction to problems they encounter in

their work.

Results:

-The first section which aims essentially at gathering data on teachers’ professional

experience reveals that the majority of teachers on the job are experienced teachers. Thirty

three teachers out of forty three (three respondents did not give any information on their



experience) capitalize more than ten years of experience, and twenty six of them are above

fifteen years.

In the second section, thirty one teachers reveal that the in-service teacher training

policy is centralised around one-shot workshop type of seminar. Thirty nine (39) teachers

state that they were not involved in the curricular development process, and thirty one (31)

say that they are not assisted in the interpretation of the philosophy behind the reform. Added

to this, twenty two teachers answered that the in-service teacher training sessions started after

the launching of the reform. In questions seven (7) and eight (8), respondents state that one-

shot workshop does not suffice, and its content remains irrelevant to their needs.

-The third section relates to classroom supervision. It shows that most teachers

benefit from inspector supervision once a year (42 respondents). Whereas nearly half of the

total number of the teachers say that they participate in the in-service programmes, twenty

nine (29) of them answered that the programmes are generally followed by a conference

debate or observations during which the inspector’s views are backed up with theoretical

evidence. Teachers expressed the need for more sessions (35 respondents).

-The fourth section deals with coordination sessions which are organised in every

school. It shows that teachers are involved in the process of teacher observation (35

respondents for question 1 and 38 for question 3), but with an irregular attendance (only three

respondents answered often). In addition, teachers reveal that the type of coordination in

which they always take part in their school is of one-shot kind. (40 respondents state that only

one coordination session per month is organised in their school, and 26 teachers say there is

no collegial support before the session). It is not a coincidence therefore that 35 respondents

state that they generally do not write down observations and questions about their classroom

practices, and that their school is not clustered with other schools for professional

development purposes.



-The fifth section, which concerns teachers’ educational resources, shows the

loneliness of the Algerian teacher (31 respondents state that they rely on their own resources

and have no support from their schools). They answered also that there exist no local teacher

centre and local resource centre where they can meet colleagues to exchange ideas, resources,

and support each other (42-32 respondents).

-The sixth section focuses on pedagogical support teachers get from school. This

sections shows a lack of school support (39 respondents), and the unsuitability of the school

resources for the teachers who get some guidance from their principal, however.

-The seventh section is devoted to computer technologies in teaching. In dealing with

the use of computer technologies in their work, half of the total number of teachers find it

necessary to rely on them; twenty two (22) respondents print HTLM documents and nineteen

of them use a computer to launch academic searches. It will be well to mention here that, even

though the majority of them (29 respondents) state that they have never received training in

ICT, twenty three (23) teachers feel satisfied with their ability to work with a computer. The

type of topic they search in the Internet varies from aspects of the English language (30

respondents), aspects of the English culture (23 respondents), and language teaching

methodology (22). This proves the importance of the internet in their work (38 respondents).

Answers to questions ten (10) and eleven (11) related to e-colleagues and online courses in

which thirty five (35) and forty two (42) respondents gave a negative answer.

-The eighth section is related to project work and teacher supervision. Only five (5)

teachers keep to the projects proposed in the textbooks, and fourteen of them offer the groups

of learners the opportunity to make their own choices. In addition, thirty (30) teachers discuss

the project with their learners; At first glance, one may consider that the project work

principles in terms of choice and reflection are respected. But a look at the next four answers

which say respectively that seventeen respondents do not provide guidance, twenty two (22)



teachers interfere in group membership, twenty four (24) respondents distribute tasks on the

group members, and eighteen (18) do not devote periodical sessions to their learners’ project

work management, help one to get a true picture of project work in the Algerian school.

-The ninth section which deals with career growth incentives disserves some

attention. It came to occupy a central place in teachers’ union debates. First it may be useful

to note that salary differentials do not exist for the majority of teachers except (1) for

coordinator teachers and (2) for head teachers who are generally chosen according to their

experience.

2-Analysis of the results

The results of the teacher questionnaire show a precise and detailed set of symptoms

leading to a diagnosis of the Algerian teacher education policy. These symptoms can be listed

as follows:

- Teachers were not associated to the launching of the reform.
- The policy relies on one-shot workshop type of seminars.
- There is no involvement of teachers in the syllabi development process.
- Teachers were not assisted in the interpretation of the philosophy sustaining the

reform.
- There is insufficiency and irrelevance of teachers’ workshop.
- Most teachers benefit from inspector supervision once a year.
- Only one coordination session per month is organised in their school, without

collegial support before the session.
- Schools are not clustered with one another for professional development purposes.
- There is an absence of teachers’ educational resources in schools.
- There are no local teacher centres and local resource centres where teachers can

meet colleagues to exchange ideas, resources, and support each other
- There exist no motivation to connect with e-colleagues and online courses.
- There is an absence of  directions for teachers to support their learners’ projects.

The above points related to teachers’ classroom practices reveal a tendency to stick to

the didactic orientation of the teacher training policy, and the irrelevance of this type of in-

service teacher programme to accompany the shift to teacher autonomy.

In general, experienced teachers cannot escape the transmissive (objectivist) model of

teaching. They, therefore teach the way they were taught. The explanation which is generally



brought forward by didacticians is that the majority of the textbooks used in social studies

classrooms follows out a narrative format, promote recall over higher level thinking skills and

tend therefore to stress breadth or coverage over depth. From this, it follows that teachers tend

to use the textbook as their main source of ideas and material without much enrichment or

supplementation from other sources. In this respect, J. Zevin (2000:320) states: “Hence,

relatively little attention is given to reasoning, argument, controversy, or group activities

unless these are built in the text”. (Ibid)

It must be noted that this is actually not the case of the Algerian textbooks in which

the four types of competencies which are represented by the didactic, the reflective, and the

affective dimensions, co-exist in most units even though in a non-balanced way as it is

mentioned earlier in different parts of this tesis. In unit one in SE1, SE2, SE3, and SE4

textbooks for example, they represent in lower-order skills respectively for the didactic, the

reflective, and the affective categories 48, 53%, 35, 08%, and 12, 86%.

In higher-order skills, they are restricted to respectively 02, 92%, 00, 58%, and 00%.

In unit two they represent 15, 70%, 37, 14%, and 30% in lower level skills. In higher level

skills, they show respectively 00%, 10%, and 07, 14% in percentage. This leads us to

conclude that these secondary school teachers have not gained profit from any teacher

development policy. We believe that these results help one to see in a new and broader

perspective the general direction taken by teacher education in Algeria.

This examination of the textbooks contents leads us to the conclusion that the general

assertions put forward to explain the discrepancy between theory and practice in teachers’ any

implementation reform are far from corresponding to the Algerian case. We believe that the

Algerian case can find explanation in the teacher training policy which is still in vogue in the

Algerian educational field, on the one hand, and to Freire’s notion of “fear from freedom”

which characterises individuals who take refuge in routine to achieve security rather than take



risks to gain autonomy, on the other. It is no coincidence therefore that thirty three

respondents (33) out of forty seven (47) are experienced teachers whose experience in the

field of education varies from ten (10) to thirty (30) years. For John Taylor (2000-2001) this

category of teachers represents the problem of modern schooling. He parallels this general

hollowness with Moses’ attempt to free the enslaved Hebrews. He refers to Eric Hoffer who

particularly writes:

Moses wanted to turn a tribe of enslaved Hebrews into free men. You would think that
all he had to do was to gather the slaves and tell them that they were free. But Moses knew
better. He knew that the transformation of slaves into free men was more difficult and painful
than the transformation of  free men into slaves…Moses discovered that no spectacle, no
myth, no miracles could turn slaves into free men. It cannot be done. So he led the slaves back
into the desert, and waited forty years until the slave generation died, and a new generation,
desert born and bred, was ready to enter the promised land. (2000-2001:315).

Our reference to Moses and Freire confirms the difficulty of shift from teacher-

centred to learner-centred practices especially when the educational authorities stick to the

didactic aspect in teacher training. This absence of a bond between the objectives of the

reform which should lead to teacher autonomy and the type of teacher education provided to

accompany this reform shows that the reform in Algeria does not travel far. From our point of

view, it is time to start to put into question the type of teacher education policy adopted by the

educational authorities and set a rigid correspondence between the aims and the means. In

case of the inability to arrive at a consensus we will be forced to follow Moses’ vision and

wait for our experienced teachers to retire.

Being used to teach within the transmissive approach, as most of them (twenty six) did

not take a “licence” (English degree) course at the university and underwent teacher training

in the former ITEs (Instituts de Technologie de l’Education), there is a tendency that they will

teach the way they were trained and taught, unless follow up assistance is provided for them.

Being centralised around one-shot workshop type of seminar, the reform is far from

responding to the philosophy of teacher development. This alarming fact is well understood



by Fullan and Hargreaves (1992) who advised that no matter how “noble, sophisticated, or

enlightened proposals for change may be, they come to nothing if teachers don’t adopt them

in their classrooms and if they don’t translate them into effective classroom practice”,

(Quoted in Peterson G.J. and Kowalski T.J 2005:8). According to the same authors, any

education reform which relies on laws, regulations, and mandates to provide close supervision

over teachers to implement change initiatives can only fail in.

The in-service teacher training sessions having been started after the launching of the

reform, teachers were left to face the change without previous support. Such an alarming

context is the result of the “sink or swim” approach to teacher development . It is widely

known that, when teachers experience radical change without support, they often experience

“pedagogical pain”, and therefore many educational reform efforts fell short primarily

because educational authorities seriously underestimate teacher training needs.

Discussing teachers’ involvement in any educational reform, a warning is given by St

John &Clements (2004, cited in Peterson G.J. et al (2005:7), who state: “ Politically, the

instrumental view of school reform- treating teachers as instruments for forcing decision

made by others- presents an obvious change barrier . Both collectively (e.g., via teacher

union) and individually, teachers can resist and even scuttle school improvement initiatives

they reject. Those studying failed efforts to improve school appropriately concluded that the

best designed reforms could be and often were attenuated by teachers who did not believe in

them”. The best policy for Helen J. Craig & all (1998:xi-xii), takes place effectively “when

teachers are actively involved and empowered in the reform of their own schools, curriculum,

pedagogy, and classrooms, even those with minimal levels of formal education and training

are capable of dramatically changing their teaching behaviour, the classroom environment,

and improving the achievements of their learners”.



This is obviously not the case of the Algerian teachers who state that they participate

in in-service programmes that do not correspond to their beliefs and concerns, and that they

are not involved in the planning of the in-service programmes. Conversely, when teachers are

not involved in the design of the curriculum, when they are ignored by decision makers, and

therefore “when reforms come from above, even the most expressive and well designed

interventions are almost guaranteed to fail” (ibid).

It is not a coincidence therefore that respondents state that they generally do not write

down observations and questions about their classroom practices, and that their school is not

clustered with other schools for professional development purposes. This brings to the fore

the fact that teachers’ coordination in Algeria is not viewed as a process leading to teacher

development but, on the contrary, as an event which is inscribed in the teacher training policy

which favours the transmissionist method  of teaching rather than teacher development which

is grounded in constructivism.

An additional reason lies in the lack in teachers’ educational resources which shows

the loneliness of the Algerian teacher who states that he relies on his own resources and has

no support from his school. This “sink or swim” approach to teacher development is fully

confirmed by the non existence of a local teacher centre and local resource centre where

teachers can meet colleagues to exchange ideas, resources, and support each other. This

affords teachers a relatively small degree of leeway to research, creativity, and autonomy.

As regards the use of computer technologies in teachers’ work, it is worth mentioning

here the importance of the internet in their work and their motivation to use ITCs in order to

develop their teaching classroom. What should be noted, however, is the divergence between

the teacher training policy teachers undergo in their in-service teacher training sessions, and

the objectives of the competency-based approach which needs autonomous teachers as a

result of a bottom-up educational policy.



As concerns project work and teacher supervision, it is worth mentioning an

ambivalence of top-down and bottom-up approaches, coupled with a laissez-faire policy,

which turns out our hypothesis of the divergence between the aims and the means of the

reform in terms of teacher education, into certainty. There is ample evidence that teachers are

left without clear directions as regards project work methodology and aims.

As for school teacher coordination, it is interesting to note the appeal to bureaucratic

criteria for the selection of head teachers.  By relying on administrative criteria to promote

coordination and head teachers, (decisions taken either at the local inspector’s or the

headmaster’s level), the educational authorities do not stick to pedagogy. Here again the top-

down approach seems doomed to failure as no motivation of any sort is triggered on the part

of the teacher.

The lack of motivation lies also in the non existence of extra vacation time for teachers

who are concerned with seminars which need long distance travel. It is also important to note

that teachers’ motivation could be heightened with free teacher guide, free textbooks, and

promotion related to professional status through titles as varied as master teacher, senior

teacher, coach teacher, mentor teacher, titles gained on pedagogical rather than bureaucratic

basis.

The school-based training sessions (coordination sessions) are mostly problematic too

because many co-operating teachers who are generally chosen on administrative criteria may

themselves be un- or under-qualified and lack the skills or confidence to give appropriate

advice and support. Against this position, is the alternative taken by the Tunisian reformers

who launched a nationwide training policy targeting teachers, headmasters, pedagogic

counsellors, to support the reform. A good illustration of this policy  is  provided by Jean

Louis Jadoule and Mathieu Bouhon who state : “pour chaque module (4 modules pour chaque



enseignant), des formateurs de formateurs ont été formés. Actuellement, on dispose de 108

formateurs de formateurs qui ont reçu une formation spécialisée”s (2001 :18)

In Algeria, the evidence so far presents a very complex picture. On the positive side,

teacher-training has boosted teachers’ confidence, has raised their awareness, and has

provided them with a new discourse. Teachers have gained some syllabus content, and a

range of teaching methods. They have been alerted to aspects of psychology and child

development; they have acquired some skills in lesson planning, record keeping, and

resources management, keeping time, which helps them to fit into class routines and work

with colleagues.

On the negative side, there is little evidence that teachers have gained deep insight into

teaching and learning that enables them to continue and improve their own practice, and gain

autonomy, though there are obviously exceptions. This necessitates the adoption of more

adequate teacher education rationale in line with the new approach. There is a crucial  need

for  teachers to move to the role of an agent of change within an approach centred on the

learner for process gaining of personal and intellectual growth. For that purpose, they have to

follow a ‘teacher education’ programme which is rooted in reflective and affective models

whose process of learning develops moral, cultural, social, and intellectual aspects of the

whole person as an individual and a member of society. The reflective model is based on

experience from which personal theories about teaching and learning are reflected before they

are tried out in the field.

If we accept the principle of the primacy of staff professional development for

teachers, headmasters, pedagogical and administrative assistants before any implementation

of a  reform, as put forward by Jean-Marie DE KETELE (in Jean Louis Jadoule and Mathieu

Bouhon (2001), our suggestion will be that the Algerian educational authorities should put in

place a programme with specific subject areas reflecting the characteristics of the



competency-based approach.. Indeed, an alert observer may quickly conclude that one of the

drawbacks of the Algerian educational reform lies in the lack of pre-reform programmes that

would not only prepare those in charge of curricula, syllabuses and textbooks, but also, and

most importantly, involve those in the field, headmasters, pedagogical and administrative

assistants and teachers for the purpose of projecting strategies to facilitate change in schools

in general and in the classroom in particular.

For illustration, it is worth mentioning, here, Jerome Bruner’s (1971: x) scepticism

about the American reform of education in the 60s. He stated that the educational reform in

question was concerned exclusively with the reconstruction of curriculum, leaving away the

reconstructuring of the entire educational system. In other terms, he strongly believed that

curriculum design does not suffice in order to launch any reform. In any case, a teacher

education policy in line with the constructivist approach should accompany the efforts to help

teachers in particular and the whole school staff in general become autonomous Teacher’s

autonomy like learner’s autonomy should be constructed. Freedom (autonomy here) is

concretely defined by Dewey as a three faceted entity. He states:

1-“It includes efficiency of action, ability to carry out plans, the absence of cramping and
thwarting obstacles
2- It also includes the capacity to vary plans, to change the course of action, to experience
novelties;
3- And again it signifies the power of desire and choice to be factors in events.”

Autonomy is not an easy task. It needs will, reflection and time within an organized

pedagogical framework. In short, it needs a policy.

In his book, Pedagogy of the Oppressed, Paulo Freire (1968:13) writes on the subject:

“Every human being is capable of looking critically at his world in a dialogical encounter with

others”. Writing on the difficulty to make the big shift to freedom, he adds:

The oppressed, having internalized the image of the oppressor and adopted his guidelines, are
fearful of freedom. Freedom would require them to reject this image and replace it with
autonomy and responsibility. Freedom is acquired by conquest, not by gift. It must be
pursued constantly and responsibly. Freedom is not an ideal located outside man; nor is it an



idea that becomes a myth. It is rather the indispensable condition for the quest for human
completion.

Commenting on Paulo Freire’s statement, one can say that a teacher like any other

human being should look at education as the “practice of freedom” (Ibid: 15) for the purpose

of transforming one’s world through critical thinking and creativity. This is the only path left

for a teacher to gain autonomy, responsibility and individuality. Otherwise, to cite Freire

again, (Ibid:33), “As long as they live in the duality in which to be is to be like, and to be

like is to be like the oppressor, this contribution is impossible.”

Teacher development should be a process, not an event. It should be considered as a

continuum of learning with teachers having different needs and experiences, teachers who

share the same long-termed goals. This professional learning process has to be achieved in

stages or short- time goals in collaboration with school supervisors, qualified inspectors,

highly trained head-teachers, and peer-teachers.

Dealing with this teacher-development programme model, Dr Linda Valli (University

of Maryland College Park-College of Education -Department of Curriculum and Instruction

(2004) insists on encouraging teachers to think about professional development across the

entire spectrum of teachers; she believes that they should be immersed in: (1)-pre-service

training (teachers who are just beginning their preparation as teachers), (2) -induction

programmes (teachers newly licensed), and (3) -in-service training (experienced teachers).

The teacher development programme should last a semester and answer teachers

expectations and doubts about their implicit knowledge on theories about teachers, schools,

teaching, learning to teach and professional development. To this end, L.Valli (2004) suggests

to push trainees’ thinking in new directions and to deepen their knowledge through a reading

programme that should be assigned to every teacher-student. This programme will encompass

diverse readings evolving around core ideas. The inspector’s role will be that of a facilitator,



evaluator, resource and provocateur. Teachers will share their interests, questioning and

findings in class discussions and through e-mails.

In the author’s view, the programme which comprises (1) required readings, (2)

recommended readings; (3) a detailed class schedule which organizes topics over time and

relates every topic to specific texts and authors of the required and recommended readings

sections, and (4) an assignments/grading section which engages teachers to prepare term final

papers. All the scheduled assignments are designed to contribute to their meaningful

professional development and educational improvement efforts.

The programme is detailed in its assignments/grading section. It comprises a teacher

development procedure evolving around class readings, note taking, and teachers’

participation in discussions according to the class schedule. Teachers are encouraged to

submit questions, observations, ideas, outlines and papers throughout the training period. To

be effective, all this should follow a timeframe. By responding to the core questions set in the

programme using the extensive notes they write about their readings, and sharing their

insights with others in organized class sessions, they can develop alternative perspectives,

criticisms, and consider their weaknesses. All this should serve as a basis for the

accomplishment of their final papers. Every participant is encouraged to take part in

discussions and is given the opportunity to be a leader once a semester. He will be asked to

lead or co-lead a class discussion and make a summary within two days following class.

These notes and other relevant questions should serve for reflection and exploration and lead

to complementary sources beyond the assigned readings.

Designed assignments are of different types. They encompass short papers, website

assignments, and a final paper with presentation. During the training period, every teacher is

asked to submit two or three papers in which he should state the chosen topic, to give a

feedback of his readings by stating whether his thinking about topic is confirmed or altered,



and whether they added to his knowledge. Then he is asked to write a well-reasoned critique

of the readings and a reference list of at least three extra articles which are closely related to

the topic of the final paper, with some direction for reading recommendations.

For his website assignments, the student teacher should provide, individually or in

groups, an exploration of two or three professional development websites, which are closely

linked to the focus of the topic and contribute toward his final assignment. He is asked to

compose an email message in which he will explain the general purpose of the websites,

assess their strengths and weaknesses and finally make recommendations for improvements.

For his final paper, the trainee is asked to create an ideal teacher training programme,

alone or in group. The paper should follow suggested guidelines in the form of questions. The

suggested outline is:

-What is the basic problem you’re trying to address?
-Why is this significant area for teacher learning and ed improvement?
-What does the scholarly literature contribute to your knowledge? (Where does it
fall short?)
-What might be the elements of an ideal programme?
-Why is this model not widespread? What are some obstacles (individual and
institutional) and how might they be overcome?

The paper should comprise thirty pages and twenty references and the trainee(s) can

interact with the teacher for appropriate feedback to questions, outline, drafts, throughout the

semester. To end with, an assignment point system is put to the attention of the learning

community to show how grades will be distributed. The point system is provided in the

following form:

Class participation                              30 points (2 per class)
Lead Discussion/Email summary       10 points
Short papers 20 points (10 points each)
Website assignment 10 points
Final papers 25 points
Final presentation                                 5 points
Grading scale:

A+     100+



A        96-100
A- 90-95
B+      87-89
B         83-86
B- 80-82
C+      77-79
C         73-76
C- 70-72

The author states that the grading will account for participants’ substantive

contributions based on readings, insights demonstrations, grasp of the literature in writing

work and presentations, on-time attendance and contributions based on readings. In other

terms, contributions will rely on tasks. In the end, On-Line Resources and references are

provided.

Linda Valli’s student-teacher development course is multidimensional as it

encompasses theory and practice, shared reflection and interaction between new and

experienced teachers, discussion and evaluation of teaching practices in relation with

educational theory. In addition, the programme is constructivist as it links students’ learning

needs with doing (practice) and their personal experience.

In the same perspective, our recommendation would be to design a course which takes

into account the Algerian context of education and teacher development, revolving around a

community learning in every educational district under the supervision of higher education

institutions. This course will serve in-service teacher development, and the grades will count

for half the mark given to teachers for their advancement in their careers; the second half will

be the mark gained by the teacher during the visit of the district inspector.

We are in line with Kathy  Lake’s view of  educational shift (1994, NWREL) when

she states: “Rather than move from a traditional, subject-specific curriculum to an integrated

curriculum in one sudden sweep, schools find more success when they make gradual changes,

making sure that everyone involved feels a sense of own ship of and commitment to the



change”. We would like to add the importance of teacher accompaniment all along the teacher

development processs.

There is an additional aspect we would like to point out here, an aspect which seems to

be penetrating in any educational reform: Teachers alone cannot reform school. In their book

entitled Reinventing Education, Entrepreneurship in America’s Public Schools, Louis V.

Gerstner et al insist on designing a policy to reform the school from the inside, and from the

outside with the emergence of a school-community relationship through which parents and

the local authorities will play a major role in the education of the youth.

Conclusion

Part two has dealt with the learner-involvement syllabus and the teacher-support

policy which sustained the Algerian teacher-development policy. We have examined the

learner-involement syllabus on the basis of learning processes embedded in task-based and

project-based learning for the purpose of language and communicative competencies

acquisition, for the former, and work methods acquisition for the latter. After having reviewed

some theoretical aspects of task-based and project-based learning, and gone through

illustration from the contents of the  SE2 and its first unit entitled “Making a Life Style” , we

can conclude that Getting Through secondary education textbook is task-based. The

orientation given by the textbook designers espouses the didactic goal which is based on

information-processing orientation of data acquisition and knowledge transmission, and the

reflective goal anchored in problem-finding and problem-solving which substantates

reasoning skills development and hypotheses checking. The didactic dimension of the

curriculum and of unit one of the textbook is reflected in the different types of activities,

drills, exercises, semi-communicative tasks that compose the unit. The reflective goal is

shown in the process chosen for the teaching of grammar and the listening and reading skills,

a process which makes use of the hypothesis making and checking strategy. The Approach



followed for both task-based and project-based learning in the aforementioned unit  is that of

BIG constructivism which finds it important to start from input or investment before giving

way to autonomous learning.

As far as the project is concerned, a similar approach is adopted by the designers who

rely on the older method. The project is viewed as a big task which serves as a practical

application for materials (linguistic items, cognitive strategies, methodological skills) which

have been the focus of the whole unit. Because it lacks centrality, the application project of

the unit we put under analysis  is not considered as an instance of PBL. The didactic

dimension seems to be central in the suggested projects that fit the structured type in which

the topic, the organisation, the linguistic and communicative items, and the mode of

presentation are predetermined. Concerning the projects categories, the text-project type is

central. Designers seem to favour the necessity to equip learners with the reading and writing

skills which are the focus in the baccalaureate exam.

In sum, starting from the premise that teachers and learners alike were accustomed to

the traditional teaching paradigm, the choice of the “weak version” of constructivism by the

designers is made obviously to permit a smooth transition from teacher-centred instruction to

learner-centred learning. In this respect, the tasks designed in the textbook are in line with

criteria of communicative potential and communicative continuum, with an emphasis on the

linguistic competence, however. They are proved to be learner-centred and built upon

authentic materials (authenticity by degree) and the activities are authentic in purpose and

lead to the acquisition of social skills.

But this does not constitute a credible indicator of success; within the CLT and the

CBA guidelines which advocate the use of communicative tasks, problem-solving tasks, and

project work, it seems that the teacher’s role becomes paramount. It is no more central but

complementary to learner’s role.



Among the other factors which are likely to ensure the success of the reform as far as

task- and project-based learning is concerned, there are the issues of the teacher profile and

his professional development. Being an important vector of change, the teacher is called to

materialize the reform and to accompany the students in their acquisition of the English

language.

Concerning teacher-development, a look at the results obtained through the

examination of the questionnaire, the in-service class visitations, and the in-service

programmes designed by the Ministry of Education, reveals the inadequacy of Algerian

teacher development policy in English language learning with regard the engaged reform. The

Algerian Educational authorities substantiate an in-service teacher training policy centralised

around one-shot workshop type of seminar. The choice seems to be far from responding to the

philosophy of teacher development. The results obtained from the questionnaire reveal that

the Algerian policy in teacher education follows a top-down approach. Workshop content and

focus are not based on teachers individual classrooms needs. On the contrary, they are

selected by experts without involving teachers in the selection of topics to be dealt with. Most

of the time, workshop content is theory-based and follows a transmission model. Teacher

training is made through one-shot seminars using the cascade model. The focus is on the

group, not on the individual teacher who is left without personal creativity and initiative to

wrap the syllabus or the textbook contents according to the needs of his learners and the local

context.

Unlike the top-down approach, a teacher professional development curriculum based

on a constructivist orientation should be a curriculum designed to cope with the big change;

one which should be matched closely to teachers’ needs, strengths and weaknesses. This

cannot escape the involvement of teachers in the finding of new and personal ways of

“learning to learn”; the acquisition of language and communication skills and professional



understanding of instructional classroom process, the acquisition of skills of curriculum

innovation, implementation, and experimentation. In sum, to empower teachers is to prepare

them for long-term self development through a programme relevant to the local context and

culture, so that teachers can encounter classroom realities and problems.

To conclude, it is important to note that a syllabus specific to in-service teacher

education is inexistent in Algeria. It is a compilation of ministry circulars, one-shot seminars,

course outlines, teaching timetables, lecturers’ notes and assessment rubrics. This state of fact

offers elusive and contradictory core aims of the teacher education policy. Even though some

direction is given on competencies to develop in teachers, in the “documents

d’accompagnement des programmes d’Anglais”, no programmes nor syllabus are provided or

suggested by the educational authorities (except the phonetics and linguistics courses and the

British Council courses delivered as events which are not accompanied with syllabus, and are

taught in the Ecole Normale Superieure), nor are there directions for the design of teacher

syllabus with the participation of teachers on the job.



General Conclusion

Our thesis has surveyed some significant issues of the Algerian educational policy.

There are some observations that can be made about the predominent features of the syllabi

and terxtbooks launched to support the educational reform. We started our investigation by

scrutinizing the construction of learners’ identity through the construction of the intercultural

communicative competency, and the ethical competency considered as a major goal of

education (Dewey).  The results confirmed our hypothesis which claimed that the orientation

of the syllabi and textbooks is in line mainly with the didactic perspective. Our basic premise

has been proved, therefore, to be right inasmuch as the didactic and the behavioural aspects

predominate in the textbooks, this, to the detriment of the critical construction of personal and

social competencies. The  educational choice made by the designers defeats the constructivist

claims made by the syllabi designers on the one hand, and the constructivist philosophy which

asserts that a learner should contribute to the construction of his own personal and social

competencies by adopting reflective and affective attitudes towards his learning.

The constuctivist educational orientation presupposes that values become the main

focus for reflection on the art of living within a community. In this respect, Piaget, who is

among the pioneers in this field, was fully convinced that traditonal teaching trends are not

conducive to the formation of a citizen. He particularly states:

It is important to understand that such an ideal cannot be attained by any of the common
methods. Neither the independence of the person, which is assumed by this development, nor
the reciprocity that is evoked by this respect for the rights and freedoms of others can be
developed in an atmosphere of authority and intellectual constraints” (ibid).

From this it follows that the reflective and affective dimensions which appeal for

critical thinking in the construction to the communicative and ethical competencies should

represent an essential component of a course with personal and social objectives.

In chapter three and chapter four, we attempted to provide an illustration of the

interdisciplinary dimension of the Algerian English Language Learning syllabus and



textbooks. In an effort to take into account syllabus and textbook design, we find it of

particular interest to consider content and processes inserted in the courses to provide the

grounds for the use of broad areas of learning, and most importantly, lay emphasis on higher-

order skills in cross-curricular competencies in order to construct learners’ intellectual

competency. We have noted that the linguistic and/or the communicative competencies,

which remain the core element of the unit have not been used as pre-requisites for  the use of

higher-order skills for the purpose of transfer strategies building. This incongruity displayed

in terms of course conception, as far as the ICON Model and constructivism are concerned,

calls into question the relevance of the textbook designers’ objectives in terms of  linguistic

competence and communicative competence, without an appeal to metacognition and critical

thinking.

As regards the constuction of the intellectual competency, our investigation has shown

that the designers have used the ICON model as a learning strategy rather than as a learning

process by limiting it to “generating and testing hypotheses”. The choice of this option seems

to respond to the necessity to accompany the difficult shift of Algerian education, from

teacher-centred to learner-centred methodology, in other terms, from subject-specific

curriculum to an integrated curriculum.

The examination of MS3 and SE2 syllabi and textbooks has shown the importance

given to broad areas of learning in both MS3 and SE2 textbooks. We have remarked that a

diversity of broad areas of learning have been designed in line with the constuctivist

orientation. We have also shown that the communication-related, intellectual, methodological,

and personal and social competencies have been granted interest, even though in an unequal

manner, in every unit.

Using the ICON model as a strategy led to the neglect of knowledge transfer real life

contexts inasmuchas the stages of multiple interpretations and manifestations are rarely



attained. As regards syllabi and textbooks consistency, the results have shown that MS3 and

SE2 textbooks reflect MS3 and SE2 syllabi since the didactic category is given the lion share

in both textbooks. The curricular’s orientation in terms of  “Apprentissages propres à la

discipline” which restricts learning to the  linguistic competence has been given prominence

even though “l’esprit critique” is mentioned in MS3  preamble, and “objectifs linguistiques et

de communication, objectifs méthodologiques et technologiques, et objectifs socio-culturels”

are inserted in the SE2 curriculum without being associated with clear directions.

Part Two of our thesis starts with the fifth chapter which deals with Task-based learning,

we have attempted to show whether “Getting Through” secondary education textbook is task-

based. Our findings have demonstrated that the textbook encompasses the BIG model of

constructivism, and the traditional project work method. Chapter six which dealt with project

work revealed that the textbook designers opted for a type of project as peripheral to the

syllabus. Being structured in content and procedure, the form of project inserted in the

textbook espouses more the traditional learning trend which sees the teacher’s role as central

in classroom practice.

Obviously, the reason behind such an alternative seems to find its origin in the fact that

teachers and learners alike are accustomed to the traditional teaching paradigm. Choosing to

rely on the “weak version” of constructivism, on the part of the designers, seems to answer

the urgent need for a smooth transition from teacher-centered instruction to learner-centered

learning.  It is interestning to note, however, that the tasks designed in the textbook are in line

with Nunan’s criteria of communicative potential and Littlewood’s continuum. Most of them

are proved to be learner-centered and built upon “ authentic” materials and the activities are

authentic in purpose and lead to the acquisition of social skills.

But this task-based frame evolving around linguistic and communicative tasks, and

project work within its older paradigm, do not constitute alone a credible indicator of success.



On other grounds, and notwithstanding the importance of the intellectual competency, another

characteristic element of a constructivist oriented course lies in the teacher’s role which is

viewed as an important issue.  It is widely known that, in a constructivist oriented course, the

teacher’s role is no more perceived as central but as complementary to a learner’s role. The

risk, then, of neglecting the problematic issue of teacher development will undoubtedly

engender a mismatch in the implementation of the reform. In sum, we can conclude that

teacher development constitutes the cornerstone of an education reform inasmuch as teachers

need to be accompanied in their shift in order to cope with the method and avoid to fall in ‘old

wine in new bottles’.

In the teacher development issue, which is tackeled in chapters seven and eight, we have

brought evidence in support of the inadequacy of Algerian teacher development policy in

English language learning with the engaged reform. We have shown that the Algerian in-

service teacher training policy substantiates a top-down approach and is therefore centralised

around one-shot workshop type of seminar, by following the cascade model. This type of

procedure is close to teacher-training and far from responding to the philosophy of teacher

development.  It is commonly acknowledged now that a teacher development policy should

respond to teachers’ needs, strengths and weaknesses to help teachers to cope with the

change. Accordingly, teachers should be therefore involved in the finding of new and personal

ways of “learning to learn” for the purpose of  acquiring  linguistic, communication skills and

professional understanding of instructional classroom processes on the one hand, and of

acquiring skills of syllabus innovation, implementation, and experimentation, on the other

hand. What is needed, then, is a long term teacher development programme in which in-

service teachers are invited to deconstruct and reconstruct their own experiences/practices in

ways that might enable them to understand and internalize the constructivist practice.



As shown in our analysis of inspectors’ visitations, clinical supervision to teacher in-

service is particularly ineffective under the circumstances of present reform programmes

inasmuch as they keep at the traditional frame restricted to one short visit and aiming at

assessment rather than at teacher development.

On the grounds of coordination sessions , our investigation in the school-based teacher

training sessions, via a questionnaire handed to teachers, has shown that coordination among

teachers remain a problematic issue. Because the selection of head teachers and coordinators

is essentialy based on administrative criteria, those teachers appointed to these posts have

shown generally a lack of motivation, and have proved to be un- or under-qualified for that

purpose.

The remark to which almost all preceding results have been leading up is briefly: There

is some evidence that adopting a more adequate teacher education rationale in line with the

new approach proves to be a necessity. Due to the nature of the approach adopted, Algerian

teachers should follow a ‘teacher education’ programme rooted in reflective and affective

models, in addition to the didactic model. It should be noted that, in the Algerian course, the

didactic goal is dominant. Obviously, the textbook designers pursued a transmission direction

for the course, leaving learners without adequate support leading to reflection on their own

experiences from which they can gain personal theories about teaching and learning.

The examination of the Algerian ELT education policy undertaken through syllabi and

textbooks adds a sense of urgency to the debate.  Attention is greatly needed to the launching

of pre-reform programmes. The involvement of teachers in curricula and textbooks design

coupled with the headmasters, pedagogical and administrative assistants continuing education

will have undoubtedly an important influence in projecting strategies to facilitate change in

schools in general and in the classroom in particular.



In sum, teacher development should be regarded as a process, a continuum of learning,

not just as an event. This professional learning process has to be achieved in stages or short-

time goals in collaboration with school supervisors, qualified inspectors, highly trained head-

teachers, and peer-teachers.

We shall end our argument by stating that schools need to undergo a reform not only

from the inside, but also from the outside with the collaboration of a school-community at

large to enable parents and local authorities to play a major role in the education of the youth.

To reformulate Sobhi Tawil’s (2006:36) view, an educational policy cannot suffice itself with

the renewal of curricula and textbooks, and teacher development. Any school reform demands

the involvement of the whole society. In their book entitled Reinventing Education,

Entrepreneurship in America’s Public Schools, Louis V. Gerstner et al suggest seven

strategies for global reform from the inside, and four strategies from the outside. The chief

share of our attention is the first category of strategies from which a coherent set of

suggestions will be derived to remedy the weaknesses we have highlighted so far in the

Algerian Educational System.

1- Set clear goals, and measure progress toward them.

Concerning goals, the writers put light on the curriculum with its two dimensions: the

academic content which constitutes the “visible” curriculum, and the “school’s expectations

about demeanor and deportment, honesty, reliability, enterprise, courtesy, and attitude toward

self and others, and work”, a dimension contained in the “invisible” curriculum. So both

knowledge and attitudes should be the aim of school education and results in this field should

be measured. In other terms, answers to the authors’ questions, “what difference does going

to school make?” and “how satisfied are the customers of education-parents and students-

with the services they receive?”  are to be treated seriously.



As far as measurement of school and individuals is concerned, the authors state: “we

must be able to compare individuals against other students from similar socioeconomic and

educational backgrounds to benchmarks relative performance of individuals, schools,

teachers, principals, and school systems.” The Algerian Ministry of education encompasses

this first strategy and publishes a yearly classification of Middle Schools and Lycées

according to their respective results in official exams (BEM and BAC). What should be

noted,  is that the classification is made without taking into account the schools’ specificities,

in other words, without following unequivocal yardsticks. Algerian schools are classified

without taking into account their specificities as regards their staff profiles and experience,

their rural and urban status, their size in students number, their pedagogical working facilities

(library, internet, leisure …), their societal traditions.... This way of accommodating with the

aforementioned strategy will, undoubtedly, make no odds for the present educational reform.

2- Find leaders, and give them responsibilities

The authors believe that “every organization needs strong leaders” who should be given

responsibilities. They add that unfortunately, “leadership is often actively discouraged by

school systems”. School principals, for example, should no longer be selected on the basis of

bureaucratic criteria as it has always been the case. The authors suggest that rather than

promoting on the basis of experience in the classroom, the selection should seek high-

performance individuals inside and outside the educational system. They strongly believe that

the best model to lead and manage people is the one drawn from business models which are

“based on the performance of their students and the satisfaction of their customers including

teachers, parents, and students.” The authors conclude: “but in most large school

bureaucracies, there is little room for leaders to emerge”. This is unfortunately the case of the

Algerian school system which shows similar bureaucratic criteria in the selection of principals

and other administrative and pedagogical clerks. This choice of selection fits with a basic



approach to administration: the bureaucratic one which has been labelled traditional,

monocratic/ autocratic (Peter F. Oliva 2001). The author refers to Edgar L. Morphet, Roe L.

Johns, and Theodore L. Reller to give the leader’s profile in this bureaucratic approach. We

shall be content with the selection of  some traits of this leader’s profile: (ibid: 123)

-Authority and power can be delegated but responsibility cannot be shared
-Final responsibility for all matters is placed in the administrator at the top of the power
echelon
-Unity of purpose is obtained through loyalty to the administrator
-Authority is the right and privilege of a person holding a hierarchical position
-Evaluation is the prerogative of superordinates

Opposed to the traditional approach to administration is the democratic approach

labelled emerging, pluralist, and collegial. In this approach, the leader holds the following

beliefs:

-Responsibility, as well as power and authority, can be shared
-Unity of purpose is secured through consensus and group loyalty
-Laws and regulations legitimatizing authority recognize that need for authority arises from

the situation
-Evaluation is a group responsibility

The traditional approach which is a top-down approach relies on centralized authority

with a fixed line-and-staff structure whereas the democratic approach which encompasses a

bottom-up philosophy, it is more flexible and allows shared responsibility and maximum

participation of the staff.

In spite of some aspects introduced by the reform, the Algerian policy seems still closer

to the former approach to administration. The authors state, however, that no approach should

be taken for granted as “history provides numerous examples of successful and unsuccessful

democratic administration and successful and unsuccessful authoritarian administration”. We

should note, however, that autocracy has never produced democracy. From this it follows that,

a weak version of authoritarian administration, or the top down approach to the traditional

approach to administration will suit best the general orientation adopted by the Algerian

school reformers. Unfortunately, we have no information at our disposal as concerns the



administrative reform engaged by the School authorities as this aspect of the reform does not

constitute our objective in this dissertation.

3-Find talented employees, invest in them, and reward them

The authors highlight the role of the school staff which is described as “the heart of

every organization”. They believe that the first key trait of the next century success lies in the

freedom for schools to hire new staff. The second key trait is the school capacity to invest

systematically in them. These two aspects pave the way for the staff to define new courses

and develop motivational orientation to accommodate with the objectives set by the national

education policy. Two other key factors which fit the new school orientation are, first the

freedom left for teachers to attend the seminar courses of their choice, and second,  the

necessity for schools to pay teachers for performance. Regarding teachers’ performance, the

authors feel shocked to see that the best teachers and the worst teachers are paid the same

wages.

As concerns the Algerian educational field, teachers receive a subsidy twice a year. The

term “prime de rendement” (Appendix 5), which represents twenty percent of six months

salaries, is mainly calculated on the basis of the number of teacher’s absences and delays in

the term (4 points out of 10). The other points are distributed among the in-service teacher

training sessions (3 points), the coordination sessions (3 points), the pedagogical lesson

preparation (1.5), and the teacher’s participation to their school attractiveness. This

bureaucratic type of criteria which favours teachers’ school and seminar attendance according

to their time tables for the former and the inspector’s yearly planning for the latter, and which

makes in-service teacher training sessions compulsory whatever the specific teachers’ needs

are,  is far from revealing teachers’ performance with respect to the education provided for

students.  Under such conditions, the Algerian reform sticks to the authoritarian vision of

education which does not leave way to teachers’ construction of their autonomy by



responding to their specific real needs. It is a truism to state that authoritarian administration

cannot lead but to bureaucratic type of criteria which defeat the spirit of the reform in teacher

motivational orientation.

4-Invest to increase school productivity

“The productivity of the modern economy that has enabled us to feed, clothe, and

house nearly everyone adequately is based largely on human capital: the sum of the

knowledge, skills, attitudes, dreams, insights, and institutions of the workforce. And the

social institution that creates this human capital, at least the one institution amenable to

policy influence, is the school (…). The issue is not treating schools as a production process,

but transforming a moribund institution into a highly productive one.”  This is the view

expressed by the authors on the school productivity in America; authors whose strong belief

lies on the necessity to bring adequate measures in various fields. They believe that students

should be allotted more time in the classroom, that homework should be valued more, that a

longer day and a longer year should be programmed.

The point which draws interest among the suggested measures is, however, the one

related to teachers’ autonomy via technological support to help schools make technological

breakthroughs. In terms of technology use, they draw a distinction between being “computer

literate” when using technology as a device, “a process analogous to making students

“automobile literate” as distinct from learning to drive (…). Knowing how a machine works

is interesting but not essential. Knowing  how to make a machine do your bidding is essential

(as well as interesting)” (1994:76). This technological autonomy can give rise to pedagogical

productivity through teacher-designed (and computerised) materials. The benefit which is

gained will be two- fold: pedagogical autonomy inasmuch as teacher will not rely exclusively

on conventional materials, and lower costs as textbooks will no longer be essential for the

classroom practices. Knowing of the heavy investments (allocated funds) of the Algerian



authorities as regards the printing of textbooks every year, the result of the development

policy in teachers’ autonomy remains primordial. “Indeed, as most high-performance firms

have discovered, the most fertile flow of ideas to improve productivity comes from workers

in the field (…).” (Ibid: 79). In other terms, improving school practices via teachers’

autonomy creates human capital with an impact on productivity in both fields education and

economy.

5-Create new relationships among schools, parents, and communities

In this field, Piaget (1948-1972 in Grossman 1973: 81) asserts “Most practitioners of the

new kind of education have gone through the same experience; it is the parents who often are

the greatest obstacles to the application of ‘active’ methods. There are two combined

reasons,(…) The first is that if one has confidence in known methods in usage for a long time

there is some worry at the idea that one’s own child might serve as experimental subjects, or

‘guinea pigs’ (as if every change in program, book, or teacher in a traditional school were not

viewed as an ‘experiment’ as well!). The second (…) the multiple activities of manipulation

and construction that are necessary to assure the practical substructure for the whole of later

learning seem to parents like a luxury and a waste of time (…).

This is the reason behind the necessity to fill in the gulf that sepatates school and the

communitiy at large. Accordingly, new relationships among schools, parents and

communities should be created. In this respect, Louis V. Gerstner et al (1994: 81) state,

“Communication should be the second nature to schools.” Starting from the fact that parents

constitute the “unutilised labour force of schooling”, the authors believe that in addition to

the necessity to become co-decision makers of school policy and programs, parents should be

found frequently in classrooms just as teachers should be found in homes. Some of the

techniques used to create a teacher-parents community are, according to the authors, the use

of voice mail, computer bulletin, and door-to-door visits to parents.



The same picture can be drawn on the Algerian field of education where parents have

been granted the possibility to be grouped in associations in every school. It is worth noting,

however, that parents associations are neither allowed direct intervention in the school

management, nor have they any part in the building of the school policy which is the

responsibility of the state. The fields in which these associations generally intervene are

restricted to the school ceremony devoted to reward the best students of the year, trips

organised for students in and outside their district, and some schoolwork to improve the

students’ life conditions inside school. In short, the contribution of the Algerian parents

association is to support some of the school needs without, however, being an active force in

the educational policy. This throws light on the minimized role left for associations in the

Algerian educational field.

In terms of the same perspective, communication between school and parents association

is restricted to two events, one in every term when parents are requested to go and meet

teachers and debate about their son/daughter’s results. It is important to note, however, that

these meetings are generally reduced to the distribution of the students’ end term reports. In

spite of the engaged reform, it will be well to mention here that communication is far from

being the second nature of Algerian schools. The fault lies in the bottom-up approach

followed by the Algerian educational authorities who consider parents and teachers like

service servants under the authority of the Ministry of education. As far as the top-down

approach is privileged, the role devoted to parents associations will have a minor impact on

the educational policy. Implicating parents in their children’s education will, undoubtedly,

serve as a safety belt for the Algerian school boys and girls who will be accompanied in their

adaptation to their school milieu and their efforts to self-construction in school and outside

school.



6-Engage students

Many approaches are developed to motivate students in their learning and escape the

worldwide cliché on students’ low performance which finds explanation on students’ lack of

motivation. As noted by Ted Sizer, the former dean of Harvard Graduate School of

Education, “teachers often exonerate themselves from responsibility for the poor

performance of their students with the explanation, “I taught it, but they didn’t learn it.”

(Ibid: 82). “Unless schools can engage students in the process of learning, nothing happens”.

The problem remains in the design of strategies which could engage students in learning.

First, by introducing a new teacher-learner relationship based on partnership so as to

make both parts share responsibility, the Competency-Based Approach defeats the

transmissionist teaching model which is based on vertical relationship as the teacher’s

position is always at the top of the students, This can be explained again with reference to

Paulo Freire (1968) notion of fear of autonomy and difficulty to get rid of authority, be it that

of the “expert”, the “model”, the “leader”, or the Roi-Père” (Olivier Reboul; 1989:70,71).

Second, by responding to learners’ needs in communication, skills, and appropriate

competencies valuable in and outside school, the competency-based approach meets with a

general response to the problem but it remains that the question deserves more concern and

more clearly stated strategies. One of these possible strategies which actually motivates

students in their learning performances comes from Washington schools which pay one

hundred (100) dollars every two weeks  a student on the basis of his/her results in academic

subjects, absences, and attitude in the school (le quotidian d’Oran 3-11-2008: 19).

7- Reward success, penalize failure

Louis V. Gerstner et al (1994) assert that schools should be applied business principles of

the marketplace. For them, “the most powerful stimulus for change” is the discipline of the

market.  “The only way to guarantee that schools will become and remain internationally



competitive is to challenge them with the spur of the market. Once a community  sets

standards for itself, resources must flow toward schools that perform well, and away from

those that perform badly” (…) “This principle should be applied to teachers, principals,

schools, and school systems.”  (ibid: 85)

The aforementioned measures constitute only some alternatives for the improvement of

the Algerian educational field with regard to the new orientation of the reform engaged. In

addition to the three axes of intervention proposed by Sobhi Tawil (2006:36) which we feel

worth mentioning again (the renewal of the curricula, the textbooks and other teaching

materials- the qualification and the motivation of teachers through teacher development- the

reorganisation of the duration and dies of teaching and training), and which have been the

field of interest of Louis V. Gerstner et al’s contribution, it interests us to consider, here, the

other various paths leading to the involvement of both schools and the communitity for the

benefit of the society in general. By suggesting some directions, with reference to Louis V.

Gerstner et al (1994), we have sought to provide the grounds for more discussions in order to

find sound answers for problems that are still left unanswered, and this, in line with the

constructivist orientation of education which is, now, worldwide.
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